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Abstract 
 
This research used a mixed-method approach to examine motivational factors contributing to 
Aboriginal student retention at the University of Northern British Columbia. To explore 
academic motivation in the context of Self-Determination Theory, 20 Aboriginal participants 
completed in-depth interviews. The participants also completed an acculturation 
questionnaire to explore whether cultural orientation was an interceding factor in academic 
motivation. Five intriguing findings emerged from the data. First, Aboriginal students were 
motivated to succeed by the desire to contribute to the well-being of the participants’ home 
Aboriginal community, or to the broader Aboriginal community. Second, the participants 
viewed a university education as a means to self-growth, which they perceived as necessary 
to fulfill a needed role in the Aboriginal community. Third, home community support and 
institutional support were important factors in motivating students to stay in university and 
earn a degree. Fourth, participants perceived that their university experience supported their 
autonomy. Finally, in comparison with more acculturated participants, less acculturated 
participants were more likely to feel academically unprepared for university, were more 
likely to attend post-secondary education transition programs, were more likely to use 
academic resources at the university, and were more likely to return to their home Aboriginal 
community after graduation. This research showed that Self-Determination Theory, 
traditionally tested using quantitative methods, can be effectively explored using a qualitative 
approach. This research also showed that examining cultural orientation within a 
motivational framework contributes to our understanding of the influence of cultural 
dynamics on academic motivation in Aboriginal student populations.    
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CHAPTER 1 
 
Preface 
 
Daniel Kahneman, a Nobel Memorial Prize winner in Economic Sciences and a 
pioneer of our understanding of cognitive influences on human motivation, once said, “no 
one ever made a decision because of a number. They need a story” (Lewis, 2017, p. 250). 
My name is Mitch Verde, and I am a member of the Nisga’a First Nation whose lands 
are located in the Nass Valley, British Columbia. My Nisga’a name is Baxt’aa, which 
personifies a Nisga’a legend of a white wolf that patrolled the cut banks above the Nisga’a 
lava beds watching for intruders to our lands. Gordon McKay was my grandfather, and 
Salome McKay was my grandmother. Bernice Verde is my mother, and Carlos Verde was 
my father. I come from the Clan of the Gitwilnak’il, “The People of the One.” I am a 
member of the House of Duuk’, in the sub-House of Gwingyoo. 
As a Matriarch in the Wolf tribe, my grandmother ensured that we participated in 
cultural activities. At these cultural events, we learned about the Nisga’a traditions and our 
roles within the culture. My grandfather was an Eagle Chief, and he taught us how to harvest 
the bountiful resources within the Nass Valley. Like the men in my family before me, I 
expected to fish commercially; however, large-scale commercial fishing was displacing 
smaller vessels. My grandparents told me that I needed to go to college and, one day, come 
home to help our communities.  
In the summer of 1981, my parents moved us to Prince George. My mother visited 
the local high school to register us for school. The school personnel suggested that we attend 
a Catholic high school at the edge of Prince George where most of the city’s Aboriginal 
students attended. I argued that it was a form of segregation, and I refused to go along with 
2 
 
the suggestion of the local high school. Our mother then enrolled us at the local high school. 
The suggestion by school authorities that we attend a high school composed mainly of 
Aboriginal students was my first experience with institutional racism in the education 
system.  
After high school, I worked at a local sawmill. I arrived at work early one evening 
and I became acutely aware of the silence. In that moment of peace, I heard my mother’s 
voice. She said, “it’s time to go back to school. It’s time to go back to school.” That was 
when I decided to leave my sawmill job and go to college.  
By then I was more aware of the Aboriginal rights movement, and I decided to 
become a lawyer so I could help address the Nisga’a land question. Although I felt 
unprepared, I enrolled at the College of New Caledonia (CNC). Within my first semester, I 
knew that my future would not be in law but would be in psychology because I was very 
interested in psychological theories. I attended CNC for two years and then enrolled in the 
University of Northern British Columbia’s (UNBC) quick start courses prior to the campus 
opening. When the campus did open its doors, I was not disappointed. 
 My undergraduate experience at UNBC was enlightening. When I first walked the 
halls, I felt that it was the dawn of a new day for me. When not in classes, I was at the First 
Nations Center where I felt safe and supported. Unfortunately, I had an experience at UNBC 
that made me feel unsafe. Shortly after starting at UNBC, a security guard began following 
me around the campus. What upset me most was the look on his face: a mixture of both 
disgust and suspicion. After the third time it happened within a week, I made a formal 
complaint to the university about the guard’s behavior, and I stressed that I had every right to 
be at the university without being harassed. The next day, the security guard was not at his 
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station, and I never saw him again. Up to that point, I assumed that racism would always be 
present in my life, and that it would continue to go unchecked. The prompt response of the 
university surprised me: it gave me a sense of hope that things could change. Moreover, 
UNBC’s response helped me to believe that I could contribute to change by standing up for 
what I believed in. After this experience, and when I spoke to others about the university, I 
referred to UNBC as the Jewel of Prince George: a sanctuary of higher education free from 
ethnic division and social discrimination. A year later, I graduated with a Bachelor of Arts in 
the discipline of psychology and was the first Aboriginal student to graduate from UNBC.  
 Later that summer, the Chair of the psychology department offered me a seat in the 
graduate psychology program at UNBC. My graduate experience at UNBC was 
transformative: the courses were challenging, there was a focus on research, and the 
instructors were supportive. I became interested in Aboriginal health and completed a thesis 
that investigated Aboriginal health care attitudes. Outside academics, however, I had an 
experience that made me feel as though I had made a meaningful contribution to society. I 
attended a provincial government press announcement where the Attorney General (AG) of 
British Columbia (BC) announced that Prince George was the first stop in a province-wide 
tour to promote a new government initiative. The initiative was to introduce a vision of 
British Columbians coming together to adopt a collective identity, unique to BC. The 
government intended to gather input from residents in different regions of the province as to 
what it meant to be British Columbian. The AG then stated that since Aboriginal groups were 
not supporting the initiative, the government would not be including Aboriginal people in the 
province-wide discussion. Although it may not have been the government’s intent, my belief 
was that they were trying to diminish the importance of the Aboriginal identity in BC. After a 
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German man spoke forcefully about his identity as a German and that he was only a resident 
of BC, I decided to voice my opinion. Although I was concerned that I might say something 
disrespectful, I addressed the AG. I was surprised at how calmly I articulated the importance 
of identity to personal well-being. The AG listened and then reiterated the government’s 
intent to bridge multi-cultural differences in BC. I then explained that the scientific literature 
supported the importance of identity, particularly for minorities. When the AG stood again to 
speak to my points, the press secretary took the microphone from him. The press secretary 
apologized to the audience, explained that the idea was a mistake, and stated that they would 
be returning to Victoria. After a period of reflection, I understood that I had done something 
important that day. Although my intention was to reaffirm the importance of Aboriginal 
identity, I realized that my words represented the beliefs of other ethnic populations in BC, 
who hold a high reverence for their histories and identities.  
After receiving my graduate degree, I worked in the Aboriginal health field and then 
taught as a college instructor. As an instructor, I realized the importance of supporting 
Aboriginal student success, which I believed was a key to building capacity in Aboriginal 
communities. As a result of this insight, I applied to the PhD program in psychology at 
UNBC. I decided to research the motivational factors of Aboriginal student success through 
the lens of acculturation. I hoped that this research would inform policy strategies and 
initiatives to promote success for Aboriginal students. Increasing the educational capital of 
the Aboriginal community will assist their efforts to achieve self-determination and to bring a 
greater awareness of the important role and place that Aboriginal Peoples have in Canada.  
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Introduction 
The First Nations, Inuit, and Métis populations collectively comprise the Aboriginal 
Peoples of Canada (Crown Indigenous Relations & Northern Affairs Canada, 2018). In terms 
of the make-up of the Aboriginal population in Canada in 2016, 58% were First Nations, 
35% were Métis, and 4% were Inuit (Anderson, 2018). Aboriginal Peoples in Canada have 
been under-represented in post-secondary education (Malatest, 2004) and have had poorer 
academic outcomes compared to other populations in Canada (Wilson & Sarson, 2008). One 
particular outcome, student retention, has become a focal point for Aboriginal-based 
research. Moreover, retention has become a centerpiece of institutional efforts for improving 
the academic outcomes of Aboriginal students (Grayson & Grayson, 2003). In Aboriginal 
populations, the majority of retention research has focused on American students (Govaki, 
2011; Grayson, 1998). However, Aboriginal student retention in Canada has drawn 
increasing interest (Mayes, 2007).  
To better understand the factors that have contributed to Aboriginal student retention, 
researchers have explored access barriers (Usher, 2009), incongruities between Aboriginal 
cultures and institutional culture (Battiste, 2013), student resiliency (Sutherland, 2005), 
acculturation (Huffman, 2001), self-identity (Montgomery, Miville, Winterowd, Jeffries, & 
Baysden, 2001), and the efficacy of university support systems (Pidgeon, 2008). While 
previous research has explored Aboriginal student retention using motivational concepts, 
previous research has not explored Self-Determination Theory in conjunction with 
acculturation theory. This research has helped to fill this gap. 
Edward Deci and Richard Ryan (1985) developed Self-Determination Theory (SDT). 
SDT proposed that motivation resulted from the interaction of three basic needs: the 
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autonomy to pursue intrinsic interests (Deci, Kasser, & Ryan, 1997), developing competence 
in those interests (Deci & Ryan, 1985), and pursuing warm and caring relationships with 
others (Deci & Ryan, 2002). SDT also proposed that goal setting influenced motivation when 
individuals internalized the value of those goals (Deci & Ryan, 1985).  
SDT researchers have examined motivation throughout the education sector. SDT-
based researchers have examined motivation in primary school (Orit, Katz, & Assor, 2003), 
high school (Pelletier & Sharp, 2009), and in post-secondary education (Guay, Ratelle, & 
Chanal, 2008). In post-secondary education, SDT has been employed with multiple 
disciplines, including medicine (Ten Cate, Kusurkar, & Williams, 2011), and with different 
teaching modalities including on-line applications (Chen & Jang, 2010).  
The current research employed SDT as a theoretical framework for two reasons. First, 
SDT assumed that the theoretical factors that underlie psychological motivation were present 
in all human beings. In addition, the outcomes from need fulfillment were expected to 
progress in a predictable manner (Deci & Ryan, 2005). SDT has explored motivation in a 
variety of cross-cultural settings including Korea (Jang, Reeve, Ryan, & Kim, 2009) and 
Singapore (Liu, Wang, Tan, Ee, & Koh, 2009). While cross-cultural studies have consistently 
found that nurturing psychological needs led to outcomes consistent with those predicted by 
SDT (Chirkov, 2009), research has found that culture influenced the relationships between 
psychological needs (Taylor & Lonsdale, 2010). Although a literature search found no SDT-
based research solely with Aboriginal Peoples in Canada, the theory is conceptually viable 
for exploring psychological needs in this population. Consequently, the current research 
helped to expand the cross-cultural utility of SDT by exploring the possibility that Aboriginal 
worldviews mediated psychological needs.  
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A second reason for choosing SDT was the opportunity to explore Aboriginal student 
motivation using a qualitative research design. Researchers have suggested that some SDT-
based research used quantitative methods that resulted in questionable conclusions (Van den 
Broeck, Ferri, Chang, & Rosen, 2016). For example, SDT-based studies have often used the 
same tests to measure need fulfillment, and have used similar procedures to analyze the data. 
Chemolli and Gagne (2014), however, suggested that statistical models commonly used to 
test the assumptions of SDT were not always consistent with the theorized relationships 
between those variables. When needs were analyzed according to their theoretical 
relationships with each other, outcomes were not always predicted by SDT (Van den Broeck 
et al., 2016). Consequently, using a qualitative approach to explore SDT provided an 
opportunity to expand the range of methodologies used to assess motivation from the 
perspective of SDT. SDT theorists have suggested that qualitative methods were compatible 
with the collection of rich and detailed data on motivation (Niemiec & Ryan, 2009).  
Along with a potential utility for exploring SDT, qualitative research has become an 
important tool for understanding the Aboriginal experience. Brant-Castellano (2004) 
suggested that qualitative methods, such as face-to-face interviews, were consistent with 
Aboriginal traditions of knowledge sharing. In addition, Wilson (2008) argued that face-to-
face interactions between researcher and participants promoted mutual respect, was a critical 
factor in gathering meaningful data, and was consistent with ethics considered important to 
Aboriginal people. The current research provided support that qualitative methods were 
compatible for exploration of SDT. Moreover, the current research showed that qualitative 
approaches were culturally appropriate for exploring theory-driven models in collectivistic-
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oriented cultures. Employing SDT in the current research provided a valuable perspective on 
motivational factors affecting Aboriginal student success in post-secondary education.  
First coined by Graves (1967), “psychological acculturation” referred to members of 
minority populations who were primarily oriented towards a dominant culture’s ideals, 
values, and behaviors. The concept of acculturation, particularly over the past two decades, 
has improved our understanding of Aboriginal student outcomes. For example, Berry, 
Poortinga, Segall, and Dasen (2002) found that succeeding generations of Aboriginal people 
tended to have better academic outcomes compared to earlier generations. Research also 
found that Aboriginal people were more likely to access post-secondary education if they had 
lived in non-Aboriginal communities compared to those who had lived on reserve (Berry, 
1999). In addition, Berry et al. (2002) found that post-secondary education attrition rates 
were higher for Aboriginal students who had resided for more years in Aboriginal 
communities compared to students who had mainly resided in non-Aboriginal communities.  
My understanding has been that negative connotations have sometimes accompanied 
perceptions about acculturation inside and outside the Aboriginal community. I would like to 
provide a clarification of my use of the term Aboriginal community. First, I have used the 
term Aboriginal community in reference to rural Aboriginal communities. Second, I have 
used Aboriginal community in reference to the urban Aboriginal community, often 
comprised of different Aboriginal groups. Third, I have used Aboriginal community in a 
broader sense referencing all Aboriginal people in Canada. In order to provide clarity, I have 
distinguished my contextual use of the term Aboriginal community. In rural Aboriginal 
communities, less acculturated Aboriginal people have sometimes labeled more acculturated 
Aboriginal people as ‘apple Indians’ or ‘potato Indians.’ Traditional Aboriginal people have 
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perceived ‘apple Indians’ to be red on the outside and white on the inside. Furthermore, 
traditional Aboriginal people have perceived ‘potato Indians’ to be brown on the outside and 
white on the inside. In the past, Nisga’a people sometimes referred to Nisga’a people who 
could not communicate in their traditional language or who were unfamiliar with the culture 
as ‘dumb Indians.’ In contrast, some Aboriginal people raised in urban communities have 
used the term ‘stick Indian’ to describe Aboriginal people who had lived mainly on reserve. 
These labels are derogatory and bestowed upon Aboriginal people who, in most instances, 
had no say in which culture they were raised. In addition, Wilson (2008) noted that some 
non-Aboriginal researchers judged the inherent value of a particular cultural orientation for 
Aboriginal individuals. This research did not intend to suggest that a particular cultural 
orientation was superior to another. Instead, this research helped to identify factors of 
Aboriginal student success, regardless of cultural orientation.   
Aboriginal Peoples in Canada have been disadvantaged compared to other segments 
in the Canadian population. For example, Aboriginal Peoples compared to other Canadians 
have fared worse in most health indicators (Health Canada, 2005). Although statistics have 
varied slightly between Inuit, Métis, and First Nations, as a group they have had higher rates 
of infant mortality, lower life expectancy, higher obesity rates, and more chronic health 
conditions compared to other Canadians (Statistics Canada, 2015). Poor social conditions 
have contributed to these health indicators (including higher instances of food insecurity, 
increased lack of housing, and greater use of alcohol and tobacco products) compared to 
other segments of the Canadian population (Statistics Canada, 2015).  
Another key outcome measure in which Aboriginal Peoples have lagged behind non-
Aboriginals has been financial standing (Mendelson, 2006). The 2011 census reported that 
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63% of Aboriginal People were employed compared to almost 80% of non-Aboriginals. 
However, there were marked differences within Aboriginal populations. Seventy-one percent 
of Métis people were employed, while First Nations and Inuit people were employed to a 
lesser degree at 57% and 59% respectively. The median annual income for an Aboriginal 
person was approximately $18,500 compared to $27,600 for a non-Aboriginal person. Métis 
and Inuit people reported annual incomes of $20,000 respectively, while First Nations people 
reported a median annual income of $14,000 (Statistics Canada, 2015).  
Some researchers have suggested that a key to improving indicators of Aboriginal 
well-being was to increase Aboriginal graduation rates from post-secondary education 
(Reading, Kmetic, & Gideon, 2007). There were significant economic benefits to Aboriginal 
people when they had graduated from post-secondary education institutions. Statistics 
Canada (2015) reported that in 2011, the employment rates of Aboriginal people without a 
post-secondary education credential was approximately 45%. For those who had earned a 
certificate, diploma or degree, the employment rate had risen to approximately 75%. As well, 
median annual income was higher for those who had earned post-secondary education 
credentials. Among all Aboriginal people who had received some form of post-secondary 
education certification, the median annual income had risen to almost $40,000 per year 
(Statistics Canada, 2015).  
Along with increased income, labor market outcomes improved when Aboriginal 
people earned post-secondary education credentials. There were similar employment rates 
reported for Aboriginal and non-Aboriginal people who earned a certificate, diploma, or 
degree (Maxim & White, 2006). Moreover, labor market outcomes reached parity between 
Aboriginal and non-Aboriginal people who earned graduate degrees (Hull, 2009).  
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Although research has found a relationship between academic success and improved 
indicators of Aboriginal well-being, there has continued to be a lack of capacity for 
Aboriginal communities for engaging their members in post-secondary education. In 
response, researchers have suggested that governments could provide assistance for 
Aboriginal communities in developing a comprehensive model of community support 
(Spence & White, 2009). However, building local capacity to engage community members in 
post-secondary education is only a first step. After Aboriginal people have entered the post-
secondary education system, they will need effective strategies to make sure they graduate.  
Aboriginal people have experienced numerous challenges in post-secondary 
education (Montgomery et al., 2000), and academic outcomes have continued to remain 
lower compared to the rest of Canada (Wilson & Sarson, 2008). Although attendance rates 
for Aboriginal Peoples have slowly increased, and academic outcomes have improved 
(Usher, 2009), systemic barriers continued to be reported in Western Canada (MacIvor, 
2012), the Canadian Prairies (Wilson & Sarson, 2008), Central Canada (Chacaby, Brunette, 
Mashford-Pringle, Smillie, & Russel, 2008), and Atlantic Canada (Timmons et al., 2009). A 
summary of the regional barriers found that financial obstacles were the greatest impediment 
to Aboriginal people accessing post-secondary education. Access to post-secondary 
education across all regions of Canada was also restricted because of Aboriginal applicants 
not meeting minimum academic requirements. In addition, when post-secondary education 
institutions have accepted Aboriginal students, relocation, exposure to different cultures, and 
a faster pace of life have continued to remain challenges for them.  
Although access and adjustment barriers have presented challenges for Aboriginal 
students, other fundamental issues have continued to remain as obstacles for prospective and 
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continuing students. The regional studies above reported that Aboriginal students in post-
secondary education perceived the historic power imbalance between Aboriginal Peoples and 
the Canadian government as an impediment for them. Aboriginal students across Canada 
indicated that they have experienced cultural injustice in post-secondary education, implicitly 
conveyed by the lack of institutional understanding and respect for Aboriginal worldviews, 
and explicitly through experiences of racism and discrimination.  
The goal of this research was to further our understanding of the factors that 
contribute to Aboriginal student success in university from the perspective of SDT, through 
the lens of acculturation.  
This research is concerned with the following questions: 
1. What factors contribute to the success of Aboriginal students in university? 
2. When examined qualitatively, is SDT a good fit in explaining the reasons for 
academic success in Aboriginal student populations?  
3. Is cultural orientation a mediating influence on academic motivation?   
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CHAPTER 2 
Literature Review 
In the literature review, I have first provided an overview of the current research. 
Second, I have elaborated on SDT, and discussed autonomy, competence, relatedness, and 
goal values in the context of other theories of motivation, and then in the context of 
Aboriginal cultures. In the latter part of the theoretical overview, I have presented an 
overview of acculturation models as well as how they related to post-secondary education 
research with Aboriginal students. Third, I have provided a historical context of Aboriginal 
Peoples with Western education. In conclusion, I have elaborated on a range of access and 
institutional obstacles that Aboriginal students have encountered, as well as suggestions and 
efforts made to mitigate those barriers.  
Theoretical Overview 
Retention in Post-Secondary Education. Retention of Aboriginal students in post-
secondary education has been a pressing concern for academic institutions (Grayson & 
Grayson, 2003), the broader Aboriginal community (Malatest, 2004), and Canada as a whole 
(Mayes, 2007). Vincent Tinto developed one of the first retention models which proposed 
that personality factors and life experiences before post-secondary education (Tinto, 1975), 
and during post-secondary education (Tinto, 1993), were determining factors in whether 
students remained in school.   
As retention theories continued to develop, models attempted to explain retention 
factors in specific populations. However, a search of the literature found the majority of 
research examined retention among American post-secondary education students. In the past 
two decades, however, there has been a growing interest in student retention at Canadian 
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universities, particularly for Aboriginal students (Govaki, 2011; Grayson, 1998). Research on 
Aboriginal student retention has examined the cultural incongruities between Aboriginal and 
Western worldviews (Battiste, 2013), Aboriginal self-identity (Montgomery et al., 2001), 
acculturation (Huffman, 2001), university support systems (Pidgeon, 2008), and the 
resiliency of Aboriginal students (Sutherland, 2005). Although research has provided some 
insight into post-secondary education retention across North America, overall persistence 
rates have shown little improvement (Tinto, 2005), and Aboriginal rates of attrition have 
continued to remain higher than non-Aboriginals (Malatest, 2010). Consequently, student 
retention has continued to remain of significant interest for Aboriginal-based education 
research. I chose SDT to explore motivational factors of Aboriginal student success because 
SDT has predicted academic outcomes in post-secondary education (Guay et al., 2008), has 
shown cross-cultural utility (Chirkov, 2009), and SDT dimensions were consistent with 
factors shown to influence Aboriginal student retention.   
Analysis of Needs-Based Theories. Although SDT framed the current research, 
contextualizing SDT with other prominent needs-based theories has provided comparative 
value. Two such influential bodies of work have been Abraham Maslow’s (1954) Hierarchy 
of Needs (HN), and David McLelland’s (1965) Acquired Needs Theory (ANT).   
Although there has been considerable overlap between needs-based theories of 
motivation, one central premise has distinguished SDT from the others. SDT proposed that 
intrinsic and extrinsic motivations were drives, and that autonomy, competence, and 
relatedness needs were innate (Deci & Ryan, 1985). SDT has differed in this regard because 
innate drives typically have referred to biologically driven theories. However, unlike Hull’s 
(1943) Drive Reduction Theory, SDT had not proposed biological mechanisms such as 
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homeostasis as a regulatory mechanism for autonomy, competence, and relatedness. 
Although physiological motivators comprised the first stage in HN, Maslow (1954) 
downplayed their role as discrete concepts suitable for empirical investigation. He suggested 
that isolating a physiological need resulted in an overemphasis on a single biological system, 
and consequently reduced the emphasis on the interaction between physiological and 
psychological states that motivated people. Additionally, Maslow (1954) noted the inherent 
difficulty in operationally defining physiological needs. He stated, “here the drive, the desire, 
the goal object, the activity seem all to be the same thing” (p. 26). It is my opinion that 
physiological needs fundamentally differ from psychological needs. For example, because of 
its social implications, hunger-related research has grown in scope and complexity, and has 
focused on measurable variables such as glucose and nutrients, hormones, and gut bacteria 
(Amin & Mercer, 2016). No comparable objective measures have existed for assessing 
psychological needs. However, although they have not been amenable to empirical 
investigation in a comparable way to physiological needs, autonomy, competence, and 
relatedness needs have provided meaningful constructs for understanding motivation.  
SDT has also differed from HN and ANT in that SDT has not emphasized a ranking 
profile of needs. SDT proposed that autonomy, competence, and relatedness were equally 
important needs. Each need concurrently required an optimal environment to achieve well-
being (Deci & Ryan, 2002). Maslow (1954), in contrast, viewed needs as hierarchically 
based: when lower level needs were satisfied, the motivation to satisfy succeeding levels 
needs then became the priority. A central difference between SDT and HN was that 
motivation could stall in HN if a particular need was not satisfied. For example, when hunger 
was not satisfied, the need for safety was a less salient motivator (Maslow, 1954). In SDT 
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however, if a need went unfulfilled, it would not result in an ongoing effort to fulfill that 
need to the detriment of other needs. Rather, the sustained lack of need fulfillment resulted in 
the formation of a specific personality orientation (Koestner & Zuckerman, 1994).   
ANT identified three central motivators: the need for achievement, affiliation, and 
power (McLelland, 1965). These needs were also hierarchical in the sense that motivation for 
one need was stronger than motivation for the other two needs because of cultural and 
experiential factors. Furthermore, ANT linked need orientations to compatible occupational 
roles. For example, power-oriented people were better suited to management roles 
(McLelland, 1965). In contrast, while SDT predicted different motivational types based on 
need fulfillment, the motivational types were not simultaneous options in which one emerged 
as dominant. Rather, SDT viewed motivational types as discrete (Deci & Ryan, 1985). In 
addition, SDT had not proposed that different motivational types were better suited for 
specific occupations. Rather, SDT-based occupational studies have focused on maximizing 
autonomy, competence, and relatedness to produce better workplace outcomes (Deci, 
Connell, & Ryan, 1989). Although SDT has differed substantially with HN and ANT with 
regard to their foundational premises, there have been conceptual similarities. 
For example, all three models theorized that individuals were motivated to fulfill 
motivational needs, and second, needs were best met when social environments supported 
need fulfillment. SDT defined autonomy as the ability to pursue intrinsically interesting 
activities (Deci & Ryan, 1985). In HN, autonomy was also a factor in motivation; however, 
autonomy only became relevant when individuals first had their physiological, safety, 
belongingness, and esteem needs satisfied. In HN, the need for autonomy was also relevant 
for self-actualization, in which individuals were motivated to reach their potential with 
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respect to knowledge, creativity, and spirituality (Maslow, 1954). ANT also stressed the 
importance of autonomy when individuals gravitated towards a personal expression of 
achievement, affiliation, or power (McLelland, 1965). Although ANT presupposed that 
culture and experience externally influenced motivational needs, SDT viewed external goal 
motivations as autonomously expressed if the individual internalized that goal value (Deci & 
Ryan, 1985).  
SDT closely linked competence and autonomy. SDT theorized that individuals were 
motivated to achieve competence in and mastery over activities that they had autonomously 
chosen (Deci & Ryan, 1985). HN proposed that competence and mastery were aspects of the 
motivation to satisfy esteem needs (Maslow, 1954). In ANT, competence was a central 
concept in the need for achievement and less emphasized in the need for affiliation or power. 
ANT proposed that individuals motivated by a need for achievement were concerned with 
performance outcomes, and, therefore, developed their skills to attain high levels of 
competence (McLelland, 1965).  
SDT proposed that individuals required a warm and caring environment for 
fulfillment of their relatedness needs (Deci & Ryan, 1985). In HN, the need for 
belongingness was analogous to the need for relatedness. However, in HN, the emphasis was 
on seeking out supportive social connections with friends, sexual partners, family, and co-
workers (Maslow, 1954). SDT viewed the need for relatedness as present early in life and not 
predicated on the fulfillment of other needs. In contrast, HN proposed that when basic and 
safety needs were satisfied, the motivation to pursue belongingness could proceed. 
Furthermore, sexual intimacy and relationships with co-workers manifested later in life in 
HN compared to relatedness needs in SDT. In ANT, the need for affiliation was also 
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analogous to relatedness. Individuals who were oriented toward a need affiliation rather than 
achievement or power, were motivated to strive for friendships with others who expressed a 
mutual need-orientation (McLelland, 1965). 
The needs identified in SDT were similar to those proposed by HN and ANT, but 
there were also similarities in the positive and negative outcomes of need fulfillment. SDT 
proposed that the fulfillment of autonomy, competence, and relatedness resulted in well-
being (Deci & Ryan, 1985), and was necessary for self-growth (Deci & Ryan, 2000). The 
concept of self-growth was comparable to HN in that the need for belongingness allowed the 
formation of caring relationships, facilitated self-acceptance within a broader social context, 
and created the opportunity to reach self-actualization (Maslow, 1954). In ANT, self-growth 
was the nourishment of a need orientation in a work environment. In ANT, achievement, 
affiliation, and power needs paralleled functions in the workplace. Therefore, matching 
individuals to work functions and then building upon that compatibility were a measure of 
self-growth (McLelland, 1965).  
In all three motivational models, there were comparable consequences from a lack of 
need fulfillment. In SDT, physical or social environments that were not conducive to need 
fulfillment, led to a lack of general well-being. Specifically, SDT proposed that the inability 
of an individual to pursue their intrinsic interests would result in the individual becoming 
control-oriented (Deci & Ryan, 1985). A control-orientation was found to be associated with 
amotivation (Deci & Ryan, 2002), which led to a diminished sense of agency and to an 
increased tendency for deferring responsibility (Koestner & Zuckerman, 1994). In HN, a lack 
of need fulfillment could also result in a lack of well-being. However, Maslow (1954) 
recognized that complete need fulfillment, particularly at the higher levels of HN, was 
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unrealistic. A practical consideration to support predicted outcomes for a lack of need 
fulfillment in HN is that psychological therapies have addressed issues such as dysfunctional 
relationships, low self-esteem, and existential crisis. In ANT, the incompatibility of a need 
orientation to a particular occupation related to a lack of well-being. In addition to a need 
orientation/occupation mismatch, an individual in this scenario would not be able to satisfy 
their need orientation, which contributed to a lack of self-growth (McLelland, 1965).  
I chose to compare these needs-based motivational theories for a purpose. While they 
have shared a similar underlying foundation for explaining human growth and well-being, 
these theories differed in their perspectives on motivational structure. HN and ANT proposed 
that needs were hierarchical, whereas needs were considered equal in SDT. HN and ANT 
also proposed that the motivation to fulfill certain needs was not innate. Rather, needs were 
psychological processes that manifested at particular times during an individual’s life. While 
SDT has emerged as a contemporary leader in needs-based theories of motivation, evidence 
and common sense of the human experience support the value of constructs proposed by HN 
and ANT. This observation has led to some recent criticism of SDT by Van den Broeck et al. 
(2016). These researchers recommended more research to compare SDT to other needs-based 
motivation models. In the opinion of Van den Broeck et al. (2016), SDT lacked certain 
constructs; for example, the need for power, which further research might support 
incorporating into the SDT framework. 
Self-Determination Theory and Aboriginal Worldviews. While SDT framed the 
current research, it was important to contextualize its theoretical dimensions within Aboriginal 
worldviews and with past research exploring Aboriginal student success in post-secondary 
education. This has allowed for a conceptual intersect between research domains and has 
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provided a suppositional validity for using psychological needs to better our understanding of 
motivational factors in Aboriginal student populations. 
Autonomy. In educational settings, when students had the opportunity to choose 
activities that were of intrinsic interest to them, autonomy was fulfilled (Deci & Ryan, 1985). 
Research found that autonomy-oriented classrooms were associated with increased 
motivation (Reeve & Jang, 2006) and with better academic outcomes (Vansteenkiste, 
Simons, Lens, Sheldon, & Deci, 2004). In a meta-analytic study, Van den Broeck et al. 
(2016) found that autonomy was more strongly associated with predicted educational 
outcomes than competence and relational needs. Deci and Ryan (1985), however, noted a 
major shortcoming of the modern education system: it perpetuated a controlling environment. 
Some researchers have argued that the controlling nature of the Western education system 
was rooted in the imperialistic cultures of Europe (Hall, 1976) and was not compatible with 
Aboriginal worldviews (Wilson, 2008). 
The need for autonomy has also been the most criticized aspect of SDT. Specifically, 
some have suggested that autonomy was not as strong a motivating factor in collectivistic 
cultures as it was in individualistic cultures (Markus & Kitayama, 1991). Markus and 
Kitayama (1991) found that in collectivistic cultures, goals were valued if they advanced the 
cause of the collective group, whereas goals pursued in individualistic cultures more often 
benefited the individual (Hofstede, 1980). Moreover, research found that collectivistic 
cultures encouraged the achievement of group-oriented goals, and that competition for goal 
attainment was limited to sub-groups within the culture, and not with other individuals 
(Triandis, Bontempo, & Villareal, 1998). 
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Research found that Anglo-American children and Asian-American children were 
motivated differently when asked to engage in activities chosen by trusted authority figures 
(Iyengar & Lepper, 1999). These researchers concluded that a lack of autonomy in choosing 
activities decreased motivation in the Anglo-American children more so than for the Asian-
American children. Chirkov, Ryan, Kim, and Kaplan (2003) responded to those conclusions 
and argued that Iyengar and Lepper’s (1999) research had not accounted for the possibility 
that the Asian-American children autonomously chose to be dependent on others, while the 
Anglo-American children may have felt pressured to be dependent. Deci and Ryan (2002) 
have also responded to criticisms that SDT had not accounted for autonomy in a cultural 
context. They asserted that if externally guided behavior was consistent with internalized 
collective goals, the behavior was autonomously motivated. Furthermore, research found that 
internalized goal behavior led to predicted SDT-based outcomes regardless of cultural 
background (Chirkov et al., 2003).  
Autonomy has applied to choice of post-secondary education institutions, as well as 
choice of academic streams. Haig-Brown (1995) reported that autonomy in choosing a post-
secondary education institution was an important step for students enrolled in the Native 
Education College’s Post-Secondary Transition Program. Research found that when 
Aboriginal students chose academic streams that were intrinsically interesting to them, they 
were more likely to remain in school (Govaki, 2011) and were more likely to complete their 
degree in a timely manner (Allen & Robbins, 2010). While these findings have indicated that 
Aboriginal students could benefit academically if they aligned intrinsic interests with 
academic programs, this conclusion may not be so straightforward.    
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Collectivistic cultures expected autonomy to balance with the needs of the collective 
group (Triandis et al., 1998). Aboriginal students have long acknowledged the reality of 
balancing autonomy with collective needs (Hall, 1976). Aboriginal students in post-
secondary education have described this balance as the pursuit of their personal interests, but 
with the intent of returning to their home communities and helping to improve well-being 
(Govaki, 2011).  
Competence. Another premise of SDT was that individuals were motivated to achieve 
competency in autonomously chosen activities (Deci & Ryan, 1985). Research has supported 
the relationship between autonomy-oriented classrooms and increased competency (Deci & 
Ryan, 2002). When students had options for academic activities, they chose activities that 
interested them and that challenged their current skill level, resulting in increased 
competency (Guay et al., 2008). Research found that positive instructor feedback was also 
associated with increased perceived competence (Deci & Ryan, 1985). Conversely, research 
found that negative feedback was associated with de-motivation in Aboriginal students 
(Usher, 2009).  
In addition to effects on motivation, there was a relationship between perceived 
competence and post-secondary education outcomes for Aboriginal students. One study 
found that Aboriginal students who perceived themselves as having academic competence 
were more likely to graduate (Allen & Robbins, 2010). Research also found that Aboriginal 
students who perceived themselves as having academic competence adjusted better to 
university (Govaki, 2011), and they persisted longer in their academic programs (Gloria & 
Robinson Kurpius, 2001). 
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Relatedness. SDT defined relatedness as a need for warm and caring relationships 
(Baumeister & Leary, 1995). Markus and Kitayama (1991) reported that individuals from 
collectivistic-oriented cultures valued fostering supportive and caring relationships with 
others. In a post-secondary education context, researchers described relatedness as the 
perception that students felt valued and respected by faculty (Niemiec & Ryan, 2009). 
Supportive teacher/student relationships were positively associated with better student 
outcomes (Ryan, Stiller, & Lynch, 1994), including increased graduation rates for Aboriginal 
students (Hornett, 1989). In addition, research found that Aboriginal students preferred closer 
relationships with their professors than they currently had (Hampton & Roy, 2002). 
Moreover, Aboriginal students adjusted better to university when the classroom environment 
was respectful of their culture (Gokavi, 2011), and they felt more connected to instructors 
who included Aboriginal worldviews in the curricula (Haig-Brown, 1995).  
Along with faculty support, having supportive peers affected Aboriginal student 
retention. Guiffrida, Gouveia, Wall, and Seward (2008) found that peers were an important 
factor for Aboriginal people when deciding to attend university. When Aboriginal people had 
attended university, supportive peers were a positive influence on students adapting to 
university and for persisting in their academic programs (Govaki, 2011). Guillory (2009) 
found that Aboriginal student centers were often the focal point for Aboriginal student peer 
support.   
Another important factor for Aboriginal student success has been support from their 
home community. Aboriginal students have often been required to move to a foreign 
community, effectively altering their support systems. Some students have adapted by 
maintaining supportive connections with their home communities using social networking 
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(Govaki, 2011). Home community support was associated with positive self-perceptions 
among Aboriginal students (Gloria & Robinson Kurpius, 2001). Guillory (2009) suggested 
that post-secondary institutions recognize the importance of Aboriginal students’ families 
and home communities and support the students in maintaining those connections.    
Other research however, found conflicting evidence regarding community support 
and Aboriginal student retention. While some Aboriginal students experienced community 
support, others experienced a lack of support (Huffman, 2001). Moreover, some Aboriginal 
students reported experiencing repercussions from their home community because of 
attending university (Okagaki, Helling, & Bingham, 2009). Huffman (2001) used the term 
‘role conflict’ to describe how some Aboriginal students felt when torn between their role as 
a traditional community member and that of a university student. Aboriginal people have 
specific roles and obligations to support the family. Strong family relationships have resulted 
in pressure on Aboriginal students to withdraw from university and return home to support 
the family (Govaki, 2011). Thomason (1999) suggested that faculty understand that 
Aboriginal students had family and cultural obligations that were unique. He recommended 
that faculty learn about Aboriginal culture and the expectations of students. By doing so, 
faculty could adapt their teaching practices to include more latitude for Aboriginal students 
who felt culturally obligated by family pressures (Thomason, 1999).  
Another important influence on Aboriginal student outcomes has been mentorship. 
Research found an association between reduced Aboriginal student stress and having a 
supportive mentor (Shotton, Oosahwe, & Cintron, 2007). Jackson, Smith, and Hill (2003) 
found that having a supportive mentor was an important predictor of Aboriginal student 
success. In contrast, a lack of mentorship was associated with poorer academic outcomes for 
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Aboriginal students (Timmons, et al., 2009). Unfortunately, research found a lack of 
educational role modeling in Aboriginal communities (Spence & White, 2009). Thomason 
(1999) suggested that educational institutions actively recruit Aboriginal faculty to serve as 
mentors and role models for Aboriginal students.  
Goal Values. Self-Determination Theory has not proposed goal values as an innate 
need in SDT (Deci & Ryan, 1985); however, goals were central to understanding academic 
motivation. Research found an association between intrinsically motivated goals and 
improved academic outcomes for non-Aboriginal students (Vansteenkiste et al., 2004) and 
for Aboriginal students (Govaki, 2011). Extrinsically motivated goals also resulted in higher 
motivation when goal outcomes were internalized (Ryan & Deci, 2000). This latter finding 
proved important to collectivistic cultures that valued group goals. Huffman (2011) found 
that Aboriginal students valued a post-secondary education degree because it allowed them to 
help improve well-being in their home community.  
Understanding the types of goals that have motivated post-secondary education 
students was an important aspect of this research for two reasons. First, setting and 
monitoring goals were positively associated with academic outcomes in the general student 
population (Morisano, Hirsh, & Peterson, 2010), as well as in Aboriginal student populations 
(Govaki, 2011). Second, research found that culture mediated goal values (Markus & 
Kitayama, 1991). Therefore, goals were relevant in the exploration of acculturation 
influences on Aboriginal student success.   
Acculturation. The long-term interaction between European and Aboriginal cultures 
has led to an interest in acculturation-based research with Aboriginal populations in Canada. 
Berry (1999) proposed one prominent model of acculturation. He suggested that members of 
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minority populations chose one of four acculturation strategies including assimilation, 
separation, integration, and marginalization. Individuals who chose an assimilation strategy 
were not identifying with their own culture, but rather, they had adopted the cultural values and 
behaviors of the dominant culture. Alternatively, individuals who identified only with their 
own culture and refused to accept the cultural values and behaviors of the dominant culture had 
chosen a separation strategy. Individuals who had maintained their traditional culture and at the 
same time adopted some of the values and behaviors of the dominant culture had chosen an 
integration strategy. Lastly, Berry described the strategy of marginalization. These individuals 
had experienced assimilation policies along with social discrimination while living in the 
dominant society. Consequently, they had not connected with their traditional culture, or 
embraced the values and behaviors of the dominant culture (Berry, 1999).  
Huffman (2001) investigated acculturation patterns in Native American post-
secondary education students and developed his “Resistance Theory and Transculturation 
Hypothesis.” He identified four patterns of acculturation that included assimilated, estranged, 
marginalized, and transcultured. Huffman subsequently associated these acculturation 
patterns with adaptation to post-secondary education. He reported that assimilated students, 
mainly raised in non-Aboriginal communities were strongly oriented towards Western 
culture. As a result of their familiarity with mainstream education, assimilated students easily 
adapted to post-secondary education. In contrast, estranged students strongly adhered to their 
traditional Aboriginal worldviews and perceived their cultures as oppressed. Estranged 
students adjusted poorly to post-secondary education. Marginalized students were oriented to 
both traditional and Western cultures. Marginalized students experienced role conflict: torn 
between the role of a student and that of a traditional community member. One interesting 
27 
 
finding in Huffman’s research was with regard to transcultured students. Although 
transcultured students were not antagonistic towards Western culture, they strongly identified 
with their Native American culture and used their traditional identity as an anchor for 
academic success (Huffman, 2001).  
Huffman’s (2001) model shares important similarities with Berry’s (1999) model. 
Assimilation was similar in both models. Berry’s estranged strategy and Huffman’s 
separation category were also similar, as were Berry’s integrated strategy and Huffman’s 
marginalized category. However, in Berry’s model, if a dominant society fully accepted the 
integration of a minority population, an integrated strategy was synonymous with 
biculturalism (Berry, 1999). In Huffman’s model, while marginalization included the concept 
of biculturalism, individuals could also exist at the boundaries of both cultures, resulting in 
role conflict. Marginalization in Berry’s model did not have an analogy in Huffman’s model 
because Huffman’s research applied to post-secondary education students. A marginalized 
individual would not likely attend post-secondary education. Likewise, Huffman’s 
transcultured pattern does not have an analogy in Berry’s model. However, the adaptation 
process defined by Berry (2005), as a set of resistance or conforming strategies that 
individuals used to succeed in a foreign society, might provide some utility for interpreting 
Huffman’s transcultured pattern. For example, transcultured students may not have been 
resisting Western culture nor conforming to acculturation pressures. Rather, they may have 
been harnessing their internalized cultural values, resulting in a high motivation to succeed. 
This suggestion is consistent with SDT-based research that found internalized goal values led 
to a high motivation to succeed (Deci & Ryan, 1985).    
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A central difference between the two models was the contrasting emphasis on 
acculturation strategies (Berry, 1999) and acculturation typologies (Huffman, 2001). 
Huffman identified four acculturation typologies that he concluded influenced positive or 
negative adaptation outcomes to post-secondary education. In contrast, Berry (1999) 
suggested that individuals consciously chose from one of four strategies, and that particular 
social situations influenced an individual’s choice of acculturation strategy. In my opinion, 
Berry has over-extended the role of individual agency in an acculturation context. For 
example, during early European attempts to assimilate Indigenous Peoples in Canada, 
Indigenous people actively maintained their cultural values and behaviors (Barnes, 2009). It 
was only during the residential school era when the federal government forced Aboriginal 
children to attend residential school (Grant, 1996) that government efforts to assimilate 
Aboriginal Peoples profoundly affected Aboriginal cultures and traditions (Bear Spirit 
Consulting, 2007). In addition, the legacy of colonialism and the residential schools have 
resulted in cultural discontinuity and cultural confusion for many Aboriginal people today 
(Battiste, 2013). If the imposed past and present colonialist practices have partially shaped 
the current state of the Aboriginal mindset, I question Berry’s assertion that individuals can 
freely choose from a range of acculturation strategies, particularly a strategy of 
marginalization.  
In addition to strategies, patterns, or typologies, acculturation models have included 
dimensional representations. Miller (2007) described unilinear and bilinear approaches to 
measuring acculturation. The unilinear approach measured acculturation based on a 
continuum from total identification with the traditional culture, to total identification with the 
dominant culture. Individuals oriented towards their traditional culture would be considered 
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less acculturated, and individuals oriented towards the dominant culture would be considered 
more acculturated. Individuals oriented between cultures would be considered bi-cultural. In 
contrast, a bilinear model examined acculturation from two separate perspectives. 
Identification with the traditional culture was measured on its own continuum, and 
identification with the dominant culture was measured along its own continuum (Miller, 
2007). In the current research, I studied whether acculturation mattered in participants’ 
adaptation to a university setting. 
Acculturation is relevant for understanding education-based research with Aboriginal 
people. Research found improved academic outcomes in recent generations of Aboriginal 
students compared to earlier generations (Berry et al., 2002). In terms of post-secondary 
education attendance rates, Aboriginal people were more likely to attend college or 
university if they resided in urban centers, compared to rural areas or in Aboriginal 
communities (Berry, 1999). In recent years, rural Aboriginal students have had greater access 
to post-secondary education through locally delivered programs (First Nations Education 
Steering Committee, 2008). However, Aboriginal high school graduates from urban centers 
have continued to apply for post-secondary education in greater numbers compared to their 
rural counterparts (Heslop, 2009). However, one must exercise caution when interpreting this 
finding. The difference in application rates between rural and urban Aboriginal students may 
not have resulted because of their respective value of higher education. Rather, the difference 
in application rates may have been a reflection of traditional Aboriginal values and 
geographic barriers. For example, Thomason (1999) found that rural Aboriginal people who 
wanted to attend post-secondary education had also not wanted to relocate to educational 
institutions far away from their home communities.     
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Acculturation has also influenced retention rates in Aboriginal student populations. 
Attrition rates were higher for Aboriginal students who resided for more years in Aboriginal 
communities compared to students who spent more years living in non-Aboriginal 
communities (Berry et al., 2002). One possible reason for the difference in attrition rates may 
have been the incongruities between Aboriginal cultural values and knowledge, and 
institutional curricula (Pidgeon, 2008). Traditional Aboriginal students have reported that 
post-secondary education institutions were not meeting their cultural needs, and, as a result, 
they felt unwelcome in the university (Guillory, 2009).  
Along with access and retention, acculturation has influenced motivational factors 
related to Aboriginal student success. For example, traditional Aboriginal students found 
more success when they were motivated to return to their home communities and help 
improve community well-being (Haig-Brown, 1995). In addition, traditional students were 
more motivated by their cultural worldviews than students who were more acculturated 
(Huffman, 2001). The motivational factors that have led to academic success for traditional 
Aboriginal students cannot be overstated. For example, some institutional administrators 
have over-estimated the role of inadequate finances in Aboriginal student attrition (Guillory, 
2009). As such, these administrators may have overlooked persistence factors such as the 
desire to improve home community well-being, thereby missing an opportunity to support 
Aboriginal student success (Guillory, 2009).  
Researchers have also stressed the importance of understanding how acculturation has 
influenced cultural identity (Garrett & Pichette, 2000). The relationship between 
acculturation and Aboriginal identity has had its roots in pre-colonial and post-colonial 
influences. In pre-colonial times, the frameworks of Aboriginal ontology (nature of reality) 
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and epistemology (knowledge systems) determined traditional identity. In post-colonial 
times, while Western influences have pressured Aboriginal perspectives of ontology and 
epistemology, the essence of Aboriginal worldviews has remained intact for many Aboriginal 
people (Wilson, 2008). The extended inter-cultural contact, however, has inevitably required 
a reconcilement of Aboriginal identity with European society and cultures (Battiste, 2013). 
Bonita Lawrence (2003) commented on the nature of the modern Aboriginal identity, “for 
Native people, individual identity is always being negotiated in relation to collective identity, 
and in the face of an external, colonizing society” (p. 4).  
Reconciling traditional Aboriginal identity with a history of colonialism has led to 
varying self-perceptions in Aboriginal people. Campbell and Lavallee (1993) found that a 
clear self-concept was associated with increased self-esteem. Berry (1999) also noted the 
close relationship between self-concept and identity. He suggested that displacing traditional 
Aboriginal spiritual practices with European-based religions, designating Western 
governments as stewards for traditional territories, and marginalizing Aboriginal Peoples has 
resulted in identity confusion for many Aboriginal people. He described a positive 
Aboriginal self-identity as one in which an individual acknowledged their Aboriginal 
heritage, wanted to continue to be Aboriginal, and had the freedom to express their 
indigeneity in society (Berry, 1999).  
In a post-secondary education context, Berry (1999) suggested that educational 
institutions had an obligation to support positive Aboriginal self-identity by offering 
culturally relevant curricula that emphasized specific Aboriginal populations and issues, and 
by hiring more Aboriginal faculty. Battiste (2013) also suggested that educational reform 
could result in strengthening Aboriginal identity: “it is Indigenous people who must provide 
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the standards, principles, and protections that accompany the centering of Indigenous 
knowledge, and articulate and clarify the visions for how these can support self-
determination, healing, and the future” (p. 73).  
SDT has also supported the relationship between self-determination and formation of 
a positive self-identity. Luyckx, Vansteenkiste, Goosens, and Duriez (2009) found that need 
fulfillment was positively associated with a strong formation of self-identity and commitment 
making. Conversely, they found that a lack of need fulfillment was associated with a diffused 
identity and lack of commitment making (Luyckx et al., 2009).    
A positive self-identity has had a significant influence on the resiliency of Aboriginal 
students. Sutherland (2005) defined resilience as the ability of Aboriginal students to excel in 
post-secondary education in spite of adversity. Research found that a positive cultural 
identity was a critical factor in Aboriginal student resilience and a strong predictor of 
academic persistence (Kirmayer, Dandeneau, Marshall, Phillips, & Williamson, 2011). 
Kirkness and Barnhardt (2001) suggested that cultural aspects central to Aboriginal self-
identity be incorporated into their post-secondary education experiences. 
Aspects of Aboriginal culture which were found to contribute to student resilience 
included tribal identity and family support (Battiste, 2013), shared community values (Kerr, 
Siggner, & Bourdeau, 1993), and traditions–such as oral history, interaction with elders, 
ceremonies, and spirituality (Heavy Runner & DeCelles, 2002). Aboriginal students who 
possessed cultural knowledge showed an ability to integrate it with Western knowledge, 
which improved their ability to learn the sciences (Sutherland, 2005), and they had better 
overall academic success (Benjamin, Chambers, & Reitman, 1993).  
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Although acculturation has traditionally reflected the experiences of minority 
populations in a dominant society, recently, there has been a novel perspective on reverse 
acculturation. Kim and Park (2009) described a type of reverse acculturation in which 
acculturated individuals from a minority population rediscovered their ethnicity and 
embraced some of their traditions. Chan (2013) suggested that acculturation was a dynamic 
process and not a linear process, indicated by some acculturation models. Berry’s (2005) 
perspective on acculturation model supported the concept of reverse acculturation, by 
suggesting that acculturation was a choice, based on personal ideologies, situation specific 
circumstances, and which best met the needs of an individual at any one time. In a post-
secondary education context, research found that increased student knowledge of their 
traditional Aboriginal culture was associated with the development of a stronger Aboriginal 
identity (Montgomery et al., 2000).  
Research has also highlighted the importance of providing culturally sensitive campus 
support services to Aboriginal students (Huffman, 2001). Aboriginal students who accessed 
culturally sensitive support services adjusted better to campus life (Gokavi, 2011), and they 
were more likely to persist in their academic studies (Gloria & Robinson Kurpius, 2001). The 
literature has indicated that there were different paths to Aboriginal student success. 
Traditional students were primarily motivated to improve the well-being of their home 
community. During the long and arduous journey through their post-secondary education 
experience, they found solace in knowing who they were, and this knowledge allowed them 
to be resilient in the face of adversity. During their university experience, less traditional 
students often came into more contact with Aboriginal culture. As a result, these students 
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were motivated to reconnect with their Aboriginal roots and to establish a stronger cultural 
identity.   
Aboriginal Peoples and Western Education 
In 1972, The National Indian Brotherhood, now known as the Assembly of First 
Nations, responded to the Canadian Government’s 1969 White Paper on Indian affairs: 
We want education to provide the setting in which our children can develop 
the fundamental attitudes and values which have an honored place in Indian 
tradition and culture. The values…which make our people a great race, are 
not written in any book. They are found in our history, in our legends and in 
the culture…the gap between our people and those who have chose…to join 
us as residents of this beautiful and bountiful country, is vast when it comes to 
mutual understanding and appreciation of differences. To overcome this, it is 
essential that Canadian children of every racial origin have the opportunity 
during their school days to learn about the history, customs and culture of this 
country's original inhabitants and first citizens (p. 28).  
Every Aboriginal language has had a word for “learning” (White & Beavon, 2009). 
Aboriginal Peoples have not been opposed to mainstream education, but they have wanted 
curricular reform to reflect their Indigenous experience, not only for the Aboriginal 
community, but for all Canadians. Marie Battiste (2013) summarized this perspective when 
she stated:  
…how the horror inherent in this educational process came to be for 
Mi’kmaw peoples in Canada is a familiar path to all First Nations, as 
evidenced by their having the same patriarchal system of Indian agents, 
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government, Indian residential schools, and contemporary education systems. 
It is a subject that every citizen of Canada should know, because every citizen 
in Canada is connected to it (p. 23). 
The history of Aboriginal involvement with European education in Canada extends back 
several hundred years. Western education was first implemented in the 1600’s, in what is 
now Québec. Aboriginal people, largely through their children, were encouraged to 
acculturate to French customs and beliefs, including farming practices and adoption of 
Christianity (White & Peters, 2009). French authorities relocated some members of local 
tribes to France and immersed them in French culture. The French Crown anticipated that 
these tribal members would return to their native lands and encourage their fellow 
Aboriginals to embrace the French culture and Christian doctrine. However, rather than 
effecting widespread assimilation, Aboriginal people maintained their belief systems and 
their way of life (Barnes, 2009). Moreover, the exposure of Aboriginal people to French 
culture and language allowed them to understand European society, which caused some 
unease among the local European establishment that Western-educated Aboriginal people 
could threaten European authority (Battiste, 2013). 
The English also aspired to convert Aboriginal people. The strategy of the English, 
however, was to develop schools in which Aboriginal children became laborers and learned 
the gender-role-based occupations of England (White & Peters, 2009). The common element 
of the early French and English approaches was that academic learning was secondary to 
acculturating local Aboriginal populations. As time progressed, colonial powers imposed 
other forms of education upon Aboriginal Peoples, including ‘day schools’ on reserve and 
boarding schools away from reserve (Barnes, 2009). However, there was yet to be a 
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nationwide education system established by the Canadian government. Eventually the federal 
government implemented the residential school system. 
In 1894, the federal government of Canada enacted legislation that decreed that 
Aboriginal children, aged seven and older, were required to attend residential school for ten 
months of the year (Grant, 1996). The intent of residential schools was to assimilate 
Aboriginal Peoples into Euro-Canadian culture (Bear Spirit Consulting, 2007; Wilson & 
Sarson, 2008). The threat of the next generation losing their culture prompted some 
Aboriginal people to take preventive action. For example, my grandfather’s grandparents, in 
hopes of preserving Nisga’a cultural knowledge within the family, hid my grandfather in the 
mountains for two weeks prior to the start of each residential school year. After two weeks, 
the Indian Agent would give up looking for him. Many years later, when his age cohort 
completed their required time in residential school and returned to the Nass Valley, the elders 
tasked my grandfather with the responsibility of teaching those who had returned the 
language and cultural traditions of our people. Some of those people went on to become 
important leaders in the Nisga’a Nation. 
Unfortunately, not all residential school survivors fared as well. The forced removal 
from their communities, abusive living conditions, and denigration of their culture and 
languages has continued to affect Aboriginal people (Malatest, 2002). My mother attended 
the residential school in Alert Bay, and her experiences deeply affected our family. As a 
family therapist in the Nass Valley, I worked with many Nisga’a people whose experiences 
in residential school were traumatic. The trauma associated with residential schools has led to 
poor outcomes for Aboriginal people in the health-care and judicial systems, and has 
contributed to family dysfunction through inter-generational effects (Battiste, 2013).   
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Hundreds of years have passed since colonial powers introduced Eurocentric-based 
education to Aboriginal populations, and although the last residential schools in Canada 
closed in 1996, critics have argued that the original intent of assimilating Indigenous people 
has remained intact in the modern education system (Smith, 1999). Battiste (2013) suggested 
that the primary mandate of public education was to transmit the cultural systems and beliefs 
of the dominant society. Furthermore, Smith (1999) argued that mainstream education has 
continued to minimize Indigenous knowledge and worldviews, furthering the goal of 
assimilation.  
Marie Battiste (2013) explained the approach of mainstream education as one based 
on “cognitive imperialism.” She described cognitive imperialism as sending the subtle 
message to Aboriginal students that Western culture was superior to Aboriginal culture 
(Battiste, 2013). To elaborate this point, I would like to present a personal example. The first 
school I attended was the ‘day school’ in New Aiyansh. At that time, high school students 
were still required to board out in Terrace or Prince Rupert. Each morning the school day 
began with the same ritual. We took a vitamin pill, and then we recited the Lord’s Prayer. I 
remember someone asking why we took the vitamins. Even as a small child, I understood the 
inference in the teacher’s response: the vitamin would make us healthy because Indian 
people could not feed themselves properly. When I got home, I told my grandmother what 
the teacher said. She smiled at me and told me to eat my lunch.  
Perhaps the most egregious example of disruptions to cultural continuity for 
Aboriginal children in Canadian classrooms has been policies contributing to the loss of 
Aboriginal languages. In residential schools, Aboriginal children faced punishment for 
speaking their traditional language (Partridge, 2007). Although media reports have continued 
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to surface in recent years whereby Aboriginal students faced punishment for speaking their 
traditional language, it has no longer been a formal policy. Rather, the loss of Aboriginal 
languages would be an expected outcome of diminishing the importance and use of 
Aboriginal languages in mainstream education, and in the 21st century world (Battiste, 2013). 
The loss in language proficiency over succeeding generations is more than just losing a way 
of verbal communication. Battiste (2013) argued that the loss of Aboriginal languages have 
represented a corresponding loss of knowledge systems because they are intricately related to 
each other. Moreover, language loss has led to identity conflict contributing to lower self-
esteem (Grant, 1996).  
The First People’s Cultural Council (FPCC) reported that Canada and British 
Columbia have not fulfilled their fiduciary responsibilities for offering Aboriginal language-
based curriculum (FPCC, 2014). Even when offered, the curriculum was not comprehensive 
enough to meet the goals of Aboriginal Peoples. The FPCC’s 2014 Report on the Statuses of 
BC First Nations Languages found that traditional language instruction was limited to fewer 
than six hours per week, far from the 50% of all education hours recommended by the FPCC. 
Some have argued that immersion programs were the only way to resurrect or maintain 
language proficiency, as well as to preserve their underlying complexity (Battiste, 2013). The 
FPCC echoed Battiste’s comments when they suggested that, ideally, a full immersion 
program was the most effective approach for student fluency in any Aboriginal language 
(FPCC, 2014).  
While the loss of Aboriginal languages has been a concern for Aboriginal Peoples, 
there has been cause for optimism. Statistics Canada (2017) reported that the 2016 census 
found 64% of Inuit, 20% of First Nations (44.9% on reserve and 13.4% off reserve), and 
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1.7% of Métis people could carry on a conversation in their Aboriginal language. In 2016, 
approximately 264,000 people in Canada could carry on a conversation in an Aboriginal 
language (Statistics Canada, 2017). While the percentage of the Aboriginal population who 
could speak their Aboriginal language dropped from 29% in 1996 to 16% in 2016, the overall 
number of Aboriginal language speakers rose by 8% during the same period (Anderson, 
2018). Anderson (2018) suggested that this discrepancy was a result of the increase in 
Canadians who were able to register as an Aboriginal person. More importantly, however, 
the increase in the number of Aboriginal speakers was likely a result of Aboriginal speakers 
learning Aboriginal languages as a second language, both at home and at school (Anderson, 
2018).  
In response to criticism that mainstream education was not meeting the cultural needs 
of Aboriginal children, efforts to identify the incongruities between Western education and 
traditional Aboriginal culture were undertaken. Perhaps the most obvious differences were 
cultural perceptions of reality and accepted sources of knowledge that have informed cultural 
worldviews. Western societies have viewed reality as linear, whereas Aboriginal cultures 
have viewed reality as non-linear, and in some cases circular (Wilson, 2008). Smith (1999) 
argued that a European-based perspective of reality was consistent with the linear approach 
of the scientific method. Hall (1976) suggested the scientific method resulted in a worldview 
that dissected reality into its constituent parts and analyzed those parts without context or 
connection to other parts. Wilson (2008) suggested that studying the minutiae of phenomena 
intended not only to dissect reality, but also to reanimate it as scientific laws, resulting in the 
illusion that humans had the ability to control the environment. Wilson (2008) asserted that 
knowledge without context was antithetical to Aboriginal worldviews. He suggested that 
40 
 
Aboriginal ontology viewed reality in a holistic manner, and that concepts were meaningful 
only when embedded within a complex set of spiritual and physical relationships (Wilson, 
2008).  
Smith (1999) stated that in Western education, “most of the ‘traditional’ disciplines 
[were] grounded in cultural world views which [were] antagonistic to other belief systems or 
[had] no methodology for dealing with other knowledge systems” (p. 65). Smith further 
asserted that mainstream schools over-emphasized the Eurocentric concept of objectivity and 
that empirical research was the only acceptable method for gathering knowledge. Wilson 
(2008) suggested that while objectivity may have been the goal of the scientific method, 
research questions, methodologies, and interpretation of findings were inherently subjective 
to some degree. Therefore, Aboriginal and Western worldviews have differed on acceptable 
sources of teachable knowledge.  
  Castellano (1999) identified three types of knowledge conceptualized in Aboriginal 
cultures. The first was traditional knowledge, collected over millennia, held in trust by elders, 
and disseminated to members of the group. The second was empirical knowledge and based 
upon close and systematic observation of phenomena in the social and physical environment. 
The third source of knowledge was more than just perceiving, it was about receiving.  
A source of knowledge traditionally accepted by many Indigenous cultures around 
the world was one that has pre-existed in the universe, and which was not accessible through 
verifiable senses such as vision and audition (Castellano, 1999). Wilson (2008) suggested 
that this external knowledge existed within the ‘cosmos’ around us, and to which we were all 
interconnected. Castellano (1999) referred to the process of receiving this information as 
“revealed knowledge”, which could be accessed by certain individuals through dreams, or 
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visions. Once a person accessed the knowledge, they could teach it to other community 
members.  
The gap between Aboriginal and Western worldviews has been vast (Battiste, 2013), 
but Indigenous Peoples around the world have been expected to align with Eurocentric 
philosophies of ontology and epistemology (Dei, 2002). Some Aboriginal scholars have 
viewed forced conformity as a fundamental flaw: contributing to past inequities and poor 
educational outcomes, and threatening the future of Aboriginal Peoples and the environment. 
Marie Battiste (2013) stated, “no longer are we able to turn to Eurocentric science and 
contemporary technologies to rid us of modern society’s mistakes of the past or to clean up 
our plan for the future of our generations” (p. 167). The emphasis of European-based 
ontological and epistemological philosophies has not only contributed to incongruities 
between Aboriginal worldviews and mainstream curricula, but it has also formed the basis 
for how mainstream education systems are structured. 
Hall (1976) identified several cultural factors that influenced learning outcomes for 
Aboriginal students. These factors included cultural rules for learning, different learning 
styles, and culturally divergent teaching strategies, such as memorizing text as opposed to 
experiential learning. Furthermore, academic assessments have been Eurocentric-oriented, 
based on written exams and underlying Western concepts of intelligence (Berry et al., 2002). 
Hogue (2016) argued that Eurocentric approaches to teaching and assessment had 
contributed to an under-representation of Aboriginal students in science and math-based 
courses.  
In Aboriginal cultures, elders were the traditional teachers, and they passed on their 
knowledge in experiential-based settings where demonstrations provided youth with 
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opportunities to practice learned skills (Spence & White, 2009). Cultural traditions, beliefs, 
and worldviews provided context for lessons (Penney, 2009). Wilson (2008) described this 
holistic approach to learning as relation-based, where the learner came to understand the 
interconnectedness of behavior, culture, and spirituality. Aboriginal people transmitted 
knowledge in culturally prescribed settings and through activities such as stories, songs, 
prayer, and during special ceremonies (Partridge, 2007). In our family, my grandfather was 
the primary teaching figure when we were growing up. By the age of six, my brothers and I 
started fishing on the Nass River. We were seated in the boat according to rank by age, and 
each of us was given a particular task. The last position in rank was termed the ‘clubber’ who 
was the one responsible for knocking out the salmon picked off the net by the higher-ranking 
brothers. We learned by example and practice. If the salmon had not filled our net, my 
grandfather sang Nisga’a songs, telling the salmon that we respected them and asking them 
to fill our net so that our family could survive. I vividly remember my first-time commercial 
fishing on the ocean with my older brother and my grandfather. As night came upon us, my 
grandfather told me to take the wheel. He said that they were going to bed, but that I was to 
stay up all night and steer the boat. He pointed out a speck of light from a distant lighthouse 
and sternly warned me to steer the boat in circles and keep away from the lighthouse. Up to 
that point, that was the most terrifying night of my life. When dawn broke and they exited the 
cabin, they both had sly grins on their faces seeing me still holding onto the wheel. It was not 
until I was an adult that I realized that night alone on the deck, tasked with the responsibility 
for keeping everyone safe, was a ceremonial right of passage for me.  
Hall (1976) identified culturally biased characteristics common to educational 
institutions, including inflexible schedules and hierarchies of bureaucracy. Smith (1991) 
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referred to these characteristics of mainstream education as methods of institutional control. 
Battiste (2013) suggested that the cultural bias of school personnel resulted in them not 
viewing these characteristics as methods of institutional control, but as administrative 
procedures. In addition to being control-oriented, Hall (1976) suggested that the Western 
education system fundamentally anchored itself to the concept of competition. He asserted 
that competition was not only encouraged within the student body, it was encouraged 
between institutions. Western cultures have traditionally valued individualism, which tended 
to promote personal rights and individual success (Hofstede, 1980). In educational settings, 
individualism has encouraged competition and personal goal setting (Triandis et al., 1988). In 
contrast, collectivistic societies have traditionally promoted group rights and success through 
attainment of collective goals (Markus & Kitayama, 1991). In educational settings, students 
from collectivistic cultures perceived themselves as more group-oriented compared to 
students from individualistic cultures (Smith, 1999). Moreover, members from collectivistic 
cultures emphasized group decision-making (Berry, 1984), and they performed better in 
group-related academic activities (Deci & Ryan, 1985).  
As a response to the systemic biases in the Western education system, Marie Battiste 
(2013) offered this solution: 
The task, then, is to educate Canadian politicians, policy makers, and 
educators to be more responsive and proactive, to reconcile the national and 
provincial curricula to the principles underlying Aboriginal and treaty rights, 
and to make schools a transforming and capacity-building place for 
Aboriginal students (p. 66). 
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Over the past several decades, Aboriginal organizations have proposed educational 
reforms. In 1972, the National Indian Brotherhood proposed that Aboriginal communities 
should be responsible for managing their own education systems (National Indian 
Brotherhood/Assembly of First Nations, 1972). While the federal government agreed with 
the reasoning behind the request, comprehensive change for all Aboriginal children was yet 
to occur (White & Peters, 2009). Moreover, few efforts had been made to reform mainstream 
curricula to address Aboriginal concerns that non-Aboriginal students lacked basic 
knowledge of Canada’s historical relationship with Aboriginal Peoples (Battiste, 2013).  
There has been progress in efforts to reduce the gap in educational outcomes (Usher, 
2009). However, in spite of these efforts, outcome measures for Aboriginal students have 
continued to fall behind those of non-Aboriginals (Malatest, 2004). White and Beavon (2009) 
noted, “the crisis comes from the fact we are not improving the situation despite the 
enormous resources we throw at the problem” (p. 8). Acknowledging this reality, Aboriginal 
Peoples and researchers have proposed a new approach: to de-colonize Aboriginal education.   
Article 14.1 of the United Nations Declaration on the Rights of Indigenous Peoples 
(2008), stated that “Indigenous people have the right to establish and control their 
institutions, and educational systems, and provide education in their own languages, in a 
manner appropriate to their cultural methods of teaching and learning” (p. 7). Marie 
Battiste’s (2013) innovative book, “Decolonizing Education: Nourishing the Learning Spirit” 
embodied the idea of education reform. In Battiste’s narrative, she noted that amendments to 
the Indian Act in 1951 formally provided funding for Aboriginal youth to attend provincial 
schools. Even at that time, the federal government stressed the importance of supporting 
Aboriginal identity in provincial school systems. However, the provinces lacked the will or 
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ability to accommodate that goal. More than 60 years later, little has changed throughout 
many school districts across Canada (Battiste, 2013).  
In Aboriginal communities, Band-run schools have delivered K-12 education, and in 
other cases, schools operated under a provincial education model. When authority over 
community-based schools was devolved to local control, it was often in an effort to improve 
Aboriginal student outcomes to be comparable to students in non-Aboriginal schools 
(Battiste, 2013). While some local control over education has extended to Aboriginal 
authorities, provincial authorities have continued to dictate curricula and education policies 
(Paquette, Fallon, & Mangan, 2009). Moreover, although Aboriginal groups such as the 
Nisga’a negotiated greater control of local education through treaties, they were still required 
to deliver that education from a provincial framework (McCue, 1999). Similar to other 
treaties in Canada, provinces assumed responsibilities for Aboriginal education; however, as 
previously noted, provinces were unable or unwilling to provide culturally appropriate 
education for Aboriginal youth. The ebb and flow over authority for Aboriginal education 
will continue to leave Aboriginal people in cultural academic limbo.  
While de-colonizing education would benefit all Canadian youth by modernizing an 
outdated system, authorities have seemed in no hurry to bring changes. British Columbia, 
however, initiated a progressive approach for addressing the many concerns of Aboriginal 
people. The First Nations Education Authority (FNEA) in BC developed certification 
standards for community-operated schools, teachers, and curricula (White & Peters, 2009). In 
addition, the FNEA integrated with the provincial education framework with the intent of 
steadily improving learning outcomes for Aboriginal children (BC Ministry of Education, 
2016). It was commendable that governments allocated some control over education to 
46 
 
Aboriginal communities; however, early indicators were not promising. Morin (2004) 
reported that in grades four through seven, learning outcomes in BC decreased in math and 
English between 1995 and 2002. In 2002, only 33% of Aboriginal youth leaving high school 
passed English 12, and the fact that only 7% of Aboriginal youth leaving high school had 
passed Math 12 was even more concerning. As a result of these poor outcomes, the BC 
Ministry of Education initiated a comprehensive approach to improving Aboriginal student 
outcomes in the K-12 system. Measures included accountability contracts with school 
boards, increased focus on learning outcomes, acknowledgment of the importance of 
Aboriginal culture, implementation of school planning committees and annual reviews, and 
research-based decision-making (Morin, 2004). This process resulted in significant changes 
to school curricula as well as improved student outcomes (BC Ministry of Education, 2016). 
Examples reported by the Ministry included the introduction of Aboriginal-centered 
curriculum in higher-level English and Social Studies courses and increased graduation rates 
for Aboriginal students from 57% in 2011/2012 to 64% in 2016 (BC Ministry of Education, 
2016). More striking were the passing grades in English 12. Compared with 33% percent in 
2002 (Morin, 2004), passing grades had risen to 96% in 2016. Passing grades also improved 
for math in 2016. Curiously, however, while 88% percent of Aboriginal students received a 
passing grade in math 10, math grades beyond grade 10 were not reported (BC Ministry of 
Education, 2016). The steady improvement in educational outcomes for Aboriginal students 
in BC cannot be overstated. As Morin (2004) pointed out, the lower academic achievement 
of Aboriginal students in BC in the late 90’s and early 2000’s were a significant impediment 
for inclusion in the post-secondary education system.    
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Aboriginal Peoples and Post-Secondary Education 
In many respects, the issues inherent in the K-12 system have mirrored those for 
Aboriginal students who have progressed onto post-secondary education. However, 
Aboriginal students in the past faced one additional entrance barrier in Canada: federal 
disenfranchisement policies. In 1929, the government of Canada implemented 
disenfranchisement policies. Disenfranchisement resulted in the loss of legal Indian status. 
Indigenous people who were disenfranchised included Aboriginal women who married non-
Aboriginal men as well as their children, Aboriginal people who worked off reserve or who 
joined the military (Battiste, 2013), and Aboriginal people who entered post-secondary 
education (Assembly of First Nations, 2012). These groups lost their Indian status because 
the government considered them assimilated (Kubik, Bourassa, & Hampton, 2009). 
However, in the case of an Aboriginal man marrying a non-Aboriginal woman, the man kept 
his Indian status, and his wife and children gained Indian status (Wotherspoon & Satzewich, 
2000). Furthermore, if a non-Aboriginal woman gained Indian status through marriage, she 
and her children kept their Indian status if she divorced, or if her Indian status husband died 
(Eberts, 2010).  
When I was fourteen years old, I received a letter from the Canadian government that 
informed me that I had received Indian status because of Bill C-31. My first inclination was 
to laugh because I did not understand the difference between having Indian status and 
perceiving myself as an Aboriginal person. Moreover, it was incredulous to me that the 
federal government had the presumption to think that they could bestow a label on me about 
my Nisga’a heritage. My mother explained to me that when she married my father who had 
emigrated from Portugal, she lost her Indian status, and my siblings and I were not eligible 
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for Indian status. When I told her that I did not need any government to tell me I was a 
Nisga’a, she told me it was important that we got our Indian status back, and that in the 
future I could get help with funding when I decided to go to university. My mother was right, 
not only about my future in post-secondary education, but also about Bill C-31 righting the 
historic wrongs of the disenfranchisement policies.  
Disenfranchisement policies discriminated against Aboriginal women, and although 
Bill C-31 provided some remedy for those disenfranchised, disenfranchisement has 
continued to exist in an altered form (Kubik et al., 2009). For example, while Bill C-31 
restored Indian status to those eligible before the effective date, those born after the effective 
date potentially faced future discrimination. A child born after the effective date required 
both parents to have been eligible for Indian status in order for the child to be able to pass on 
their Indian status to children they may have with a non-Indian status person (Eberts, 2010). 
This consequence of Bill C-31 effectively blocked a generation of children born to one parent 
with Indian status from passing on their Indian status eligibility to their own children. In 
addition, the convoluted eligibility requirements of the federal government often dissuaded 
people from applying for Indian status (Eberts, 2010). This is in spite of evidence that 
gaining Indian status had positive benefits for Aboriginal self-identity (Gehl, 2013). In the 
21st century, Aboriginal people who wanted to undertake the challenge of higher education 
no longer had to relinquish their legal standing as an Aboriginal person. However, as the 
literature has shown, significant obstacles have remained for prospective and continuing 
Aboriginal students in the post-secondary education system.  
Post-Secondary Education Statistics. The first obstacle to accessing post-secondary 
education for many Aboriginal Peoples has been the pre-requisite of a high school diploma or 
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equivalence. The 2011 census reported that 29% of Aboriginal people had not graduated 
from high school compared to 12% of the non-Aboriginal population (Statistics Canada, 
2015). Broken down by Aboriginal heritage, on reserve First Nations and Inuit people had 
similar rates of non-completion at 47% and 49% respectively. Twenty-six percent of First 
Nations who lived off reserve had not completed high school, while 20% percent of Métis 
people had not graduated. To place these outcomes in the context of attrition rates, in 2006, 
an average of 10% of Aboriginal students dropped out between each grade of high school 
(Aman, 2009). To account for the high attrition rate, Beavon, Wingert, and White (2009) 
suggested that since many Aboriginal communities offered few employment opportunities, 
the relationship between graduation and employability was less salient for Aboriginal youth. 
However, in spite of the discouraging high school graduation rates, Aboriginal people have 
steadily increased their participation in post-secondary education. 
For Aboriginal people who have been motivated to access post-secondary education, 
there has been cause for optimism. In 2011, almost 50% of Aboriginal people had earned a 
post-secondary education certificate or degree compared to 65% of non-Aboriginals. Thirty-
five percent of First Nations people who lived on reserve achieved this mark in comparison 
to almost 55% of those who lived off reserve. Thirty-six percent of Inuit had received a post-
secondary education credential by 2011, while Métis people had the highest percentage of 
post-secondary education credentials earned at 55% (Statistics Canada, 2015). However, 
when accounting only for degrees, just over 5% of Aboriginal people had received a 
university degree by 2006 compared to 18% percent of non-Aboriginals (White & Beavon, 
2009). In 2006, less than 3% of Inuit (Penney, 2009), 5% of First Nations (Clement, 2009), 
and 7% of Métis people (Wilk, White, & Guimond, 2009) had earned university degrees. 
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Furthermore, from 1981-2006, non-Aboriginals were twice as likely to have earned a 
university degree compared to Aboriginal people (Clement, 2009).  
While Aboriginal people have been making gains in post-secondary education, 
particularly in lower-level credentials, attainment of higher-level credentials has continued to 
lag behind non-Aboriginals. In 2012, 10% of Aboriginal people had earned credentials 
beyond the bachelor level compared to 27% in the non-Aboriginal population. Five percent 
of First Nations who lived on reserve had earned credentials beyond a bachelor degree 
compared to 11% of those who lived off reserve. Five percent of Inuit people had obtained 
higher-level credentials while 12% of Métis people had received credentials beyond a 
bachelor level (Statistics Canada, 2015).   
Gender Differences. Clement (2009) reported that from 1981-2006, First Nations 
people graduating with degrees increased; however, the rates were not equal between males 
and females. Two percent of First Nations males had received degrees by 1981 compared to 
4% percent by 2006. First Nations females, however, had a more marked increase, with 1% 
having received a university degree by 1981 compared to 7% by 2006. Females who lived off 
reserve were more likely to have earned a university degree at 11% percent (Clement, 2009).  
In the 2012 census, there were steady increases reported for both Aboriginal males 
and females who had completed degrees. For First Nations who lived off reserve, 17% of 
males had earned a degree compared to 29% of females. There was no report for completion 
rates on reserve. For Métis people, 19% of males had completed a degree compared to 30% 
for females (Statistics Canada, 2013). There was no report for gender completion rates in the 
Inuit population.  
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Post-Secondary Education Barriers. 
Financial Barriers. The most-often cited barrier for Aboriginal students in post-
secondary education was insufficient financial resources (Mayes, 2007). Many Aboriginal 
students received inadequate student allowances, and approximately half of all Aboriginal 
students had no access to Band funding (Usher, 2009). In BC, for Aboriginal students who 
attended post-secondary education in the greater Vancouver area, access to adequate 
financial support was the strongest predictor of academic retention (Canada Housing and 
Mortgage Corporation, 2008). Moreover, research found an association between financial 
stability and better university adjustment (Gokavi, 2011). As a result, some researchers 
(Usher, 2009) and government representatives (Mayes, 2007) recommended funding 
increases for improving Aboriginal involvement and success in post-secondary education.   
Academic Preparedness. A significant barrier to post-secondary education, for many 
Aboriginal students, has been a lack of academic preparedness (Govaki, 2011; Reading et al., 
2007). Research found that 50% of Aboriginal people living on reserve had not completed 
high school (Wilson & Sarson, 2008). For those who had graduated, many still felt 
academically unprepared to attend post-secondary education (Bear Spirit Consulting, 2007). 
When they had attended post-secondary education, a self-perceived lack of academic 
preparedness contributed to poorer academic outcomes compared to those who felt 
academically prepared (Haig-Brown 1995).  
At the University of Saskatchewan, 80% of Aboriginal students indicated that high 
school had not adequately prepared them for university. However, the students who had 
enrolled in university transition programs felt more prepared, had better academic outcomes, 
and believed that transition programs would be a benefit to others (Govaki, 2011). In one 
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example, the Nursing Education Program of Saskatchewan in partnership with Aboriginal 
communities developed a program focusing on academic preparation and cultural support, 
which resulted in higher retention rates (Anonson, Desjarlais, Nixon, Whiteman, & Bird, 
2008).  
Another successful transition program delivered at the Native Education College 
(NEC) in Vancouver offered a Science and Career Preparation Program designed to create a 
culturally respectful learning environment. However, in spite of the program’s best 
intentions, students reported that some of the non-Aboriginal instructors struggled to shift 
from mainstream teaching practices to a more Aboriginal-centered approach (Haig-Brown 
1995). More recently, the Aboriginal Transitions Research Project in BC sought to identify 
transitional support resources. This initiative resulted in the development of the Aboriginal 
Student Transitions Handbook, which has assisted prospective Aboriginal students interested 
in attending post-secondary education (Mayes, 2007). 
Adapting to New Surroundings. Once Aboriginal students have entered into the post-
secondary education system, they have often faced a social landscape for which they have 
been unprepared. Some Aboriginal students who were new to post-secondary education had 
difficulties adapting to a new community (Huffman & Ferguson, 2007), and some 
experienced culture shock (Gloria & Robinson Kurpius, 2001). The complexity of the post-
secondary education environment seriously challenged some Aboriginal students 
(Montgomery et al., 2000), and when students were unable to adjust, they were more likely 
to drop out (Gloria & Robinson Kurpius, 2001).  
Terrains of city and university landscapes were not the only foreign experiences that 
presented adjustment issues for Aboriginal students. Many Aboriginal students had come 
53 
 
from small communities where they experienced a uniform and familiar culture. In the multi-
cultural setting of a large city, Aboriginal students were required to adjust to different 
cultures and to the values and behaviors unique to those cultures (Guillory & Wolverton, 
2008).  
To mitigate these cultural challenges, researchers have suggested that academic 
institutions, particularly instructors and support staff, be required to develop a better 
understanding of Aboriginal cultures (Bohm, 1996; Thomason, 1999). An important caveat 
to this suggestion is that while Aboriginal cultures share similarities, they also differ in some 
respects. British Columbia, for example, has over thirty different language groups, and 
university personnel would need to be cognizant that Aboriginal cultures differ in their 
worldviews (Lindsay, 2010).  
Educating the providers of institutional support services about Aboriginal cultures 
could be an important way to mitigate the stress that Aboriginal students experience in 
university. Guillory (2009) suggested that university support personnel be required to 
undertake cultural competency training before offering academic, career, and support 
counseling to Aboriginal students. Nuttgens and Campbell (2010) suggested that because 
Aboriginal people had a greater frequency of mental health problems compared to other 
Canadians, culturally competent counseling could positively influence student retention. 
Research found that when practitioners understood their client’s beliefs and traditions, 
counseling outcomes were improved (McCormick, 1996). In addition, when students 
perceived a need for counseling, those who attended counseling were more likely to stay in 
university (Wilson, Mason, & Ewing, 1997).  
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Providing culturally appropriate services to Aboriginal students has had a secondary 
benefit of increasing the visibility and relevance of the services. Aboriginal students who 
were aware of support services adjusted better to campus life (Gokavi, 2011), and when they 
accessed those services, they felt more comfortable and were more likely to remain in school 
(Gloria & Robinson Kurpius, 2001). The cultural challenges that Aboriginal students have 
faced has been widely acknowledged by the post-secondary education system, and 
institutional support services have started to reflect those challenges. However, while support 
services have reacted to some Aboriginal student challenges, Aboriginal students have 
continued to face serious obstacles to post-secondary education, including racism and 
discrimination.   
Racism and Discrimination. Battiste (2013) stated, “racism is the theory, and 
intolerance, prejudice and discrimination remain its integral practice” (p. 132). For many 
Aboriginal people who have attended post-secondary education, Battiste’s words have rung 
far too true. Aboriginal students have reported experiencing racism from university support 
staff (Barnes, 2009), as well as from students, instructors, and administrative personnel 
(Timmons et al., 2009). Jackson et al. (2003) conducted research with fifteen successful post-
secondary education students who came from rural Aboriginal communities. During their 
time in university, the participants reported experiencing ‘active racism’ through a 
Eurocentric representation of Aboriginal history and culture in the curricula. The participants 
also reported experiencing ‘passive racism’ when they were singled out by classmates and 
assumed that being Aboriginal gave them a special perspective on class topics. Lindsay 
(2010) also discussed his experiences of racism in the classroom. Lindsay reported that some 
faculty members also singled out Aboriginal students assuming that the students had 
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important Aboriginal insights into Aboriginal issues. Moreover, when stereotype-based 
discussions occurred, faculty often refrained from adjudicating and left Aboriginal students 
to defend themselves against common misperceptions held by non-Aboriginal students 
(Lindsay, 2010). An important step in addressing these issues is to understand the source of 
the misperceptions.  
Some non-Aboriginal students and others within post-secondary education have 
harbored beliefs about Aboriginal Peoples that were untrue. The 1996 Royal Commission on 
Aboriginal Peoples suggested that early European settlers perceived Aboriginal cultures and 
languages to be inferior to their own, and in many respects, this perception has remained the 
predominating belief for some Canadians (Battiste, 2013). The Assembly of First Nations 
(2002) identified a number of misconceptions. The first was that Indigenous North 
Americans sparsely settled the land and had no discernable history prior to contact with 
Europeans. Non-Aboriginals used this misconception as a justification for expansion into 
Aboriginal territories. Second, non-Aboriginal settlers perceived Aboriginal Peoples as a 
homogenous group, when in reality they were diverse in language and culture (Lindsay, 
2010). Third, many non-Aboriginal people have mistakenly perceived that Aboriginal people 
do not pay taxes, and that provincial and federal governments bore the full costs for 
Aboriginal housing, education, and healthcare. These misconceptions have fueled Aboriginal 
stereotypes, which have continued to influence the opinions of many non-Aboriginals in 
Canada. Godlewska, Moore, and Bednasek (2010) suggested that Aboriginal stereotypes 
might be rooted in the self-serving obtuseness of society for its role in marginalizing 
Aboriginal Canadians: “ignorance is a powerful social force, especially when combined with 
mythology, and unexamined ideology” (p. 436).    
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In recent years, the concept of race has been scientifically denounced (McChesney, 
2015). The United Nations Declaration on the Rights of Indigenous Peoples (2008) stated 
that the fallacy of race was not a justification for unjustly treating citizens in any country:  
That all doctrines, policies and practices based on or advocating superiority 
of peoples or individuals on the basis on national origin or racial, religious, 
ethnic or cultural differences are racist, scientifically false, legally invalid, 
morally condemnable and socially unjust (p. 2). 
While science has reframed race as a social construct, the concept of race has 
continued to affect the lives of Aboriginal Peoples through the practice of discrimination 
(Kubik et al., 2009). Battiste (2013) defined discrimination as “the unfair treatment of, or 
denial of normal privileges to, persons because of their race, age, sex, nationality, or 
religion” (p. 9). Almost 70% of Aboriginal people who lived in major Canadian cities 
reported experiencing systemic discrimination (Currie, Wild, Schopflocher, Laing, & 
Veugelers, 2012). Moreover, Currie et al. (2012) found that traditional Aboriginal students 
reported a greater frequency of discrimination compared to less traditional students. In BC’s 
lower mainland, Aboriginal students reported pervasive discrimination when attempting to 
secure housing (Canada Mortgage and Housing Corporation, 2008).  
Research has also identified a more subtle form of discrimination within the post-
secondary education system. Battiste (2013) argued that excluding Aboriginal-based 
worldviews, de-emphasizing the uniqueness of Aboriginal cultures, and representing 
Canada’s history with Aboriginal Peoples within a paternalistic framework were examples of 
institutional discrimination. A common theme in these criticisms was the lack of respect for 
Aboriginal ideologies within curricula, which was a significant barrier for Aboriginal 
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inclusion in the post-secondary education system (Reading et al., 2007). Unfortunately, the 
post-secondary education system has continued to minimize Aboriginal worldviews in 
curricula (Kirkness & Barnhardt, 2001; Pidgeon, 2008) prompting some to suggest that a 
multi-cultural approach to post-secondary education was needed (Battiste, 2013).  
Racism and discriminatory practices have negatively affected Aboriginal students. 
Research found that discrimination contributed to lower self-esteem (Bear Spirit Consulting, 
2007; Currie et al., 2012), identity confusion (Santos, Ortiz, Morales, & Rosales, 2007), and 
a greater likelihood of experiencing role conflict (Aronson & Steele, 2005). Furthermore, 
Aboriginal students who experienced discrimination tended to isolate themselves more than 
their academic peers (Timmons et al., 2009), which contributed to lower retention rates 
(Graham & Hudley, 2005). Lindsay (2010) noted that some Aboriginal students no longer 
wanted to remain in school after they experienced discrimination in their classes. Although 
academic institutions cannot control discriminatory practices outside of campus, they have 
undertaken some initiatives within their institutions. 
Some post-secondary institutions have provided Aboriginal students with dedicated 
spaces that offered safe harbor in a tumultuous university setting. Aboriginal Student 
Centers, sometimes called First Nation Centers, have become an integral component of the 
overall strategy to improve Aboriginal student outcomes. These Centers have provided 
Aboriginal students with opportunities to socialize and network with other students (Govaki, 
2011). In addition, non-Aboriginal students have been able to access the Centers and to 
experience Aboriginal culture while establishing social connections with Aboriginal students. 
Pidgeon (2008) found that creating a space that encouraged a multi-cultural academic 
experience promoted mutual respect within the student body.   
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Universities have responded to Aboriginal concerns by including Aboriginal culture 
in institutional philosophies, providing dedicated Aboriginal centers, and developing more 
Aboriginal-based curricula. However, some have argued that these efforts were adjunctive in 
nature and were insufficient for achieving the goal of de-colonizing post-secondary education 
(Battiste, 2013). Battiste (2013) suggested that a necessary first step was restructuring 
curricula to include Western and Aboriginal worldviews equally (Battiste, 2013). While 
curricular reform may be falling short of Aboriginal expectations, there have been indications 
that post-secondary education has been trending in that direction. For example, psychology is 
the study of the human mind and behavior. However, within an Indigenous context, Kim and 
Berry (1993) described Indigenous Psychology as “the scientific study of human behavior 
that is native, that is not transported from other regions, and that is designed for its people” 
(p. 46). A number of post-secondary education institutions in Canada have now been offering 
Aboriginal psychology courses and programs.  
One important reform has been the growth in Aboriginal governed post-secondary 
education institutes. These locally governed institutes have provided a viable alternative to 
mainstream colleges and universities. The First Nations Education Steering Committee 
(2007) (FNESC) reported that in BC there were 25 Aboriginal governed institutes offering 
post-secondary education in 2007, but that only the Nicola Valley Institute of Technology 
(NVIT) was part of BC’s public post-secondary education system. Another well-known 
Aboriginal governed post-secondary education institute has been Vancouver’s Native 
Education College (NEC). The NEC has been providing an array of programs including 
upgrading programs, certificate, diploma, and degree programs, instruction in Aboriginal 
language and culture, and vocational programs (FNESC, 2008). Moreover, Archibald, 
59 
 
Selkirk Bowman, Pepper, and Urion (1995) noted the accomplishments of NEC graduates for 
their success in the labor market and for their subsequent contributions to the Aboriginal 
community.  
NVIT and NEC notwithstanding, the majority of Aboriginal governed post-secondary 
education institutes in BC are located in rural areas. One example of a rural-based institute is 
the Wilp Wilxo’oskwhl Nisga’a Institute (WWNI). Located in the Nass Valley, the WWNI is 
a satellite campus of UNBC. The WWNI has been offering university degree programs 
specializing in Nisga’a language and culture, and has delivered vocational training to the four 
Nass Valley communities.  
There have been numerous benefits to providing post-secondary education in 
Aboriginal communities. Local institutes have provided Aboriginal students with easier 
access to advanced education (FNESC, 2008). White and Beavon (2009) reported that 
Aboriginal students who earned post-secondary education credentials locally were more 
likely to have remained at home and applied their skills locally. Furthermore, Battiste (2013) 
suggested that post-secondary education offered in Aboriginal communities had the added 
benefit of making learning relatable to the local environment, thereby providing a culturally 
deeper and more meaningful learning experience. 
Institutional Research and Aboriginal Peoples. Research conducted with 
Aboriginal people in Canada has been a controversial issue for decades (Pidgeon, 2008). The 
source of the controversies has stemmed from the historic power imbalance between 
Aboriginal Peoples and educational institutions in Canada (Tri-Council Policy Statement, 
2010). During the 1970’s-1990’s, research tended to focus on negative outcomes within 
Aboriginal communities which perpetuated harmful stereotypes (Reynolds-Turton, 1997). 
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Alternatively, some research focused on the mysterious and provocative aspects of 
Aboriginal culture, and then misrepresented the findings through Western ethnocentric 
worldviews (Wilson, 2008). In many instances, research findings had not translated into 
meaningful benefits for Aboriginal communities (Wilson, 2008), and in some cases the 
research resulted in harm (Brant-Castellano, 2004).  
The harm to Aboriginal Peoples was pervasive. First, there was a systemic lack of 
respect for Aboriginal customs and local Aboriginal authority. Darou, Kurtness, and Hum 
(2000) described a research program conducted with the James Bay Cree of Québec. As a  
result of the lack of respect for Cree customs and norms of communication, the James Bay 
Cree discontinued the research. Moreover, the James Bay Cree enacted a policy to refrain 
from taking part in future institution-based research. The lack of respect for Aboriginal 
traditions and authority created a mindset among some mainstream researchers that 
Aboriginal rights were not relevant to the research process.  
The lack of respect for Aboriginal worldviews and cultural norms led to a second type 
harm to Aboriginal people. Researchers often conducted their activities outside of ethical 
parameters, and because they had not considered Aboriginal Peoples owners of the data, 
researchers used data beyond its original intent (Brant-Castellano, 2004). In addition, 
Aboriginal people had little control over their intellectual or physical property once the 
research process concluded. This lack of control resulted in the misuse of biological samples 
and cultural artifacts without the consent of the Aboriginal participants (Tri-Council Policy 
Statement, 2010).  
The lack of respect for Aboriginal rights in the research process led to other concerns 
including the validity of findings and the lack of benefits to the Aboriginal community. 
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Research routinely excluded Aboriginal people from the research process (Brant-Castellano, 
2004) and resulted in culturally biased findings (Wilson, 2008). That approach brought the 
validity of research conclusions into question. In one example, Brant-Castellano (2004) 
presented the concerns of the Saskatchewan Treaty Elders who questioned the validity of 
research when Elders were not involved in the interpretation process. More recently, the Tri-
Council Policy Statement (2010) recommended that research proposals include the 
participation of Aboriginal people in the verification of research findings.  
As a result of their concerns over past research, Aboriginal people collectively 
adopted the principles of ownership, control, access, and possession (OCAP) over research 
processes and data (Schnarch, 2004). To fully realize these principles, some have argued that 
Aboriginal communities should be leading the research process (Longboat, 2008), and at the 
very least, research needed to be guided by Indigenous perspectives (Pidgeon, 2008). Others 
have proposed supporting an increased capacity for Aboriginal people to conduct 
community-based research (McNaughton & Rock, 2004). Brant-Castellano (2004) suggested 
that community-based research could provide multiple benefits for Aboriginal communities. 
First, it would allow Aboriginal Peoples to interpret research from their own worldviews. 
Second, locally conducted research could strengthen Aboriginal identity by expanding their 
knowledge and understanding of how Aboriginal cultures and identities have intersected with 
the broader social context (Brant-Castellano, 2004).  
At a presentation entitled “What Can We Do to Improve Aboriginal Education” on 
September 28, 2010, at CNC, Prince George, Dr. Richard Atleo, the first Aboriginal person 
to receive a Doctorate in BC, stressed that Aboriginal Peoples had their own traditional ways 
of knowing. Dr. Atleo suggested that nurturing a meaningful partnership between Aboriginal 
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people and educational institutions could result in more innovative research methods to both 
explore and benefit the Aboriginal experience at the post-secondary education level.  
In response to these kinds of suggestions, researchers have explored strategies more 
suitable for use with Aboriginal populations (Pidgeon, 2008). For example, rather than 
viewing the human experience as linear, Brant-Castellano (2004) suggested a holistic 
approach to understanding the experiences of Aboriginal people. Wilson (2008) suggested 
that because reciprocity and relationship building were culturally congruent with Aboriginal 
ethics, qualitative methodologies were culturally appropriate for use with Aboriginal 
populations.   
The concerted efforts of Aboriginal and non-Aboriginal scholars to exact research 
reform has resulted in meaningful changes at the institutional level (Reading et al., 2007). 
The government of Canada has also supported guidelines for ethics reform. Canada affirmed 
Aboriginal self-determination in relation to research in the 1996 Royal Commission on 
Aboriginal Peoples (Brant-Castellano, 2004). Canada formally introduced Aboriginal rights 
into federal policies after a report from the United Nations Commission on Human Rights 
addressed ethics as part of the Protection of the Heritage of Indigenous People (Smith, 1999). 
Wilson (2008) succinctly described the transition from a Western-based institutional research 
approach to Aboriginal control over Aboriginal research: 
As we Indigenous scholars have begun to assert our power, we are no longer 
allowing others to speak in our stead. We are beginning to articulate our own 
research paradigms and to demand that research conducted in our 
communities follows our codes of conduct and honours our systems of 
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knowledge and worldviews. Research by and for Indigenous peoples is a 
ceremony that brings relationships together (p. 8). 
Qualitative Research in the Indigenous Community. Qualitative research methods 
have been important for gaining a deeper understanding of the Aboriginal experience. They 
are useful for understanding the experiences of Aboriginal people in post-secondary 
education. Restoule, Mashford-Pringle, Chacaby, Smillie, and Brunette (2013) used focus 
groups and an online survey to understand how and why Aboriginal high school students 
progressed onto post-secondary education. Interestingly, Restoule et al. (2013) found that the 
participants felt institutions were not accurately representing the issues related to Aboriginal 
inclusion in post-secondary education. The participants suggested that institutions could be 
more pro-active in helping students meet practical needs such financial support, mentorship 
and cultural supports, and holistic experiential support. In another study, Timmons et al. 
(2009) used a grounded theory approach to interview 59 Aboriginal students from nine 
universities in Atlantic Canada. An important aspect of their research was a focus on factors 
of student success, as well as barriers to student success.  
In addition to conducting interviews, researchers have used qualitative synthesis in 
thematically analyzing existing bodies of data to understand the post-secondary experiences 
of Aboriginal people. Malatest (2004) reviewed a large body of Aboriginal-based education 
research. The research identified factors for student success, including access programs, 
Aboriginal support services, and locally offered post-secondary education programs 
delivered in partnership with mainstream institutions. In another study, Deer, De Jaeger, and 
Wilkinson (2015) used thematic analysis to explore Aboriginal-based education literature. 
Their research concluded that the main factors influencing Aboriginal student success were 
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cultural identity, family and home community support, and the willingness of post-secondary 
education institutions to accommodate the learning styles of Aboriginal students.  
Struthers and Peden-McAlpine (2005) described three important contributions that 
qualitative research has made to Aboriginal people. First, qualitative methods have provided 
a deeper understanding of the Aboriginal experience. Second, it has allowed for the recording 
and preserving of events that were significant to Aboriginal people. Third, because 
Aboriginal people were deeply engaged in oral traditions, qualitative research allowed them 
to reflect on their existence in the modern world and to recognize their own role in 
determining their future within a broader social context.  
 Indigenous Knowledge, Research, and Student Success. There has been a growing 
movement on behalf of Indigenous scholars to promote the Indigenization of Aboriginal-
based research. Two goals for Indigenous Peoples have been to document their own histories 
and to promote their own set of ethics (Smith, 1999). Battiste (2013) suggested that creating 
a framework of Indigenous knowledge required Indigenous Peoples to reexamine all aspects 
of their worldviews and to recombine them to make sense in a modern world. In addition, 
Weber-Pillwax (2001) suggested that Aboriginal Peoples could benefit from understanding 
how other cultural worldviews intersected with their own. Dei (2002) suggested that 
understanding Indigenous knowledge in the context of other knowledge systems empowered 
Indigenous Peoples to focus on a positive future and to “shift away from a sole preoccupation 
with victimization” (p. 8). 
Several issues have remained for researchers who have wanted to conduct Indigenous 
research: the definition of Indigenous knowledge, how Indigenous knowledge related to 
Indigenous research, and in the context of the present research, how Indigenous research 
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could better our understanding of the experiences of Aboriginal students. Cardinal (2001) 
described the term Indigenous as something that was born of the land. Indigenous beliefs and 
values contextualized a holistic and reciprocal relationship with the local environment 
(Wilson, 2008). Hoffman (2013), based upon his extended experience alongside Cree Elders, 
immersion into Cree spiritual traditions, and his Aboriginal-based academic research, 
developed “A Conceptual Framework of Aboriginal Knowing.” Hoffman (2013) concluded 
that Indigenous-based reality was comprised of two separate but interrelated dimensions: the 
secular and the sacred. While Western-based ontology has traditionally emphasized the 
human mind in relation to knowledge, Indigenous cultures have traditionally differentiated 
knowledge acquired by the body, mind, heart and spirit. The body and mind were the sources 
of input and output of empirical knowledge. The heart related to emotional knowledge, and 
the spirit related to cosmological knowledge (Hoffman, 2013). Dei (2002) suggested that 
Indigenous knowledge also reflected a society’s values and beliefs, as well as their social 
rules and norms.  
Cardinal (2001) illustrated an intrapersonal and multi-dimensional view of Aboriginal 
knowledge validated through social processes. He recalled a personal observation that when 
elders were discussing an important issue within a talking circle, an elder would sometimes 
describe a dream that they had. Rather than explicitly discussing the contents of the dream, 
the other elders acknowledged the implicit relevance of the dream to their discussion. 
McKenzie and Morrissette (2003) succinctly described how Aboriginal Peoples arrived at 
their ways of knowing:  
The genesis of an Aboriginal world-view emerged from a close relationship 
with the environment. A world-view can be defined as a set of related ideas or 
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views to which members of a distinct culture subscribe. World-views represent 
religious, political, social and physical information about people and the 
societies they create. Once accepted, a world-view becomes a ‘recognized 
reality’ that serves to socialize its citizens and to create a political culture. A 
particular world-view is transferred to citizens through institutions such as 
the family, teachings, and religion; in that process, particular values, 
attitudes, beliefs, and opinions are adopted (p. 258).  
Indigenized research originated from Indigenous knowledge, and within a cultural foundation 
of ontology, epistemology, methodology, and axiology (Wilson, 2008). “Indigenous research 
is a life changing ceremony…It is how we plan, how we prepare, how we conduct” (Wilson, 
2008, p. 61). Wilson’s words have embodied what many contemporary Aboriginal scholars 
believe: the genesis of Indigenous research was the beliefs, values, and knowledge that have 
provided the foundation for Indigenous culture. Furthermore, a critical foundation of 
Indigenous research has been the reciprocal expectation that research would provide benefits 
to the Aboriginal community (Weber-Pillwax, 2001). Dei (2002) suggested that Indigenous 
research was not a template but rather a flexible process guided by local Indigenous culture. 
The flexibility of Indigenous research based on local culture echoed the research of Baydala, 
Placsko, Hampton, Bourassa, and McKay-McNabb (2006). These authors wrote:  
Our intention is not to advance the rigidity of qualitative research methods, or 
to proceduralize the notion of ethical research, but to offer an immersion into 
the lifeworld that we experience in conducting what we understand to be 
respectful research with Aboriginal peoples (p. 48).   
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Weber-Pillwax (2001) suggested that a fundamental principle of Indigenous research 
was to align methods with community traditions and norms. Oral-based approaches and other 
methods consistent with Indigenous cultures must be the centerpiece to Indigenous research 
(Weber-Pillwax, 2001). Moreover, Cardinal (2001) suggested that Indigenous research 
mirrored the relationship that Indigenous Peoples had with the environment, “they are as near 
as our dreams and as close as our relationships” (p. 182). Two important aspects of 
Indigenous research have included culturally prescribed ways to express the research process 
and the research findings. Archibald (1997) described her research journey through the eyes 
of Coyote. Archibald et al. (1995) used a model of respect and honor to guide their research 
and described the research process as walking through a forest. In his book “Research is 
Ceremony”, Wilson (2008) utilized a dual narrative approach. In one narrative, he explained 
his perspectives to an academic audience, and through a second narrative, expressed his 
views to his children. Weber-Pillwax (2001) suggested that expressing Indigenous research 
findings through storytelling was an effective way to engage readers. In addition, Cardinal 
(2001) suggested that because Indigenous people conveyed deeper meaning about 
phenomena without being explicit, implicitly conveyed research results might be an effective 
way of transmitting research knowledge. Weber-Pillwax (2001) suggested that Indigenous 
research conclusions might also be more effective when the audience used their intuition to 
find meaning in the research.  
Wilson (2008) presented a temporal context of research with Indigenous populations. 
He identified four stages of research approaches with Indigenous Peoples. During the first 
stage, a Western-based ideology predominated. In the second stage, researchers recognized a 
need to align methodologies with Indigenous traditions. However, Western-based approaches 
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continued to predominate as researchers were reluctant to challenge the established research 
paradigm. During the third stage, a decolonized research approach became a viable 
alternative to mainstream research. Wilson (2008) argued, however, that decolonizing 
research had not fundamentally shifted research towards an Indigenous research approach, 
because a decolonized research approach continued to rely on Western-based research 
ideologies. In the fourth stage, the concept of an Indigenous Research Paradigm (IRP) 
required that every step of the research process included Indigenous cosmology, worldviews, 
epistemology, and ethics. 
While mainstream researchers have a better understanding of Indigenous knowledge, 
and Indigenous research has become more common, Indigenous and non-Indigenous scholars 
have continued to face challenges in bringing Indigenous research into academics. Hoffman 
(2013) used concepts described by Archibald (1997) including relationship, respect, 
responsibility, and reciprocity to frame a dialogue for a respectful relationship between 
Indigenous knowledge and the academy. Other researchers have suggested a need to 
modernize the academy so that knowledge frameworks were inclusive of all peoples, and 
represented the collective and multi-dimensional views of knowledge (Dei, 2002). Archibald 
(1997) succinctly described this perspective as it related to her aspiration of finding a 
respectful place for stories and storytelling in post-secondary education. She was inspired to 
“create a meeting place where orality and academic literacy can co-exist” (p. 8).  
Indigenous research can be a valuable tool for understanding Aboriginal student 
retention. Pidgeon and Hardy Cox (2008) emphasized the importance of including 
Indigenous perspectives and worldviews to create a multi-dimensional framework to 
understand and promote Aboriginal retention in post-secondary education. In another study, 
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Heavy Runner and DeCelles (2002) developed the Family Education Model (FEM) to 
promote Native American student retention. The FEM, based on Native American extended 
family structures, sought to identify ways to reproduce those family structures within post-
secondary education settings. The program was successful in increasing the students’ sense 
of belonging and resulted in higher retention rates. 
Other research has focused on how traditional Aboriginal learning methods applied to 
post-secondary education. In one example, Jones, Barlow, and Villarejo (2010) found that 
involving Aboriginal students in undergraduate research projects provided them with 
opportunities for expanded academic engagement and reinforced experiential learning found 
in many Indigenous cultures. Danziger (1996) also found that experiential learning was 
important to Aboriginal students through academic engagement and by providing them with 
the practical skills to help them succeed in post-secondary education. The research 
participants also suggested that transition programs could focus more on practical skills, such 
as time management and financial responsibility, as opposed to strictly focusing on academic 
preparation.  
To summarize, the above literature review has indicated that research has made 
considerable efforts to assess student attrition in Aboriginal populations. Systematic research 
focusing on the determinants of success among Aboriginal students in Canada, however, was 
lacking. It is common knowledge that retention rates are lower among Aboriginal students 
compared to other Canadian students, but the determining factors of student success await 
further exploration. Framed by SDT, the goal of this research was to explore motivation and 
acculturation factors that promote Aboriginal student success in a northwestern Canadian 
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university. To realize this goal, I used a mixed-method approach to collect and analyze the 
data. I have presented a detailed rationale for this approach in the Method section. 
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CHAPTER 3 
 
Method 
 
In this chapter, I have first introduced the setting of the current research. Second, I 
have discussed the characteristics of the participants including sample size and inclusion 
criteria. Third, I have discussed the research design and rationale for using a mixed-method 
approach. In this section, I have also discussed the data gathering tools, and the original 
sources from which they were adapted. Last, I have provided a detailed description of the 
procedure including community engagement, data collection and analysis, and participant 
feedback.  
Setting 
 
I conducted this study at the main UNBC campus in Prince George, which was 
located in the traditional territory of the Lheidli T’enneh First Nation. The current research 
was mainly interested in the success of Aboriginal students who were from northern BC. 
UNBC was, therefore, a logical choice for this research because it was the only university 
located in northern BC. In addition, I chose Prince George because it was the location of the 
largest UNBC campus, and it had the largest number of Aboriginal students.  
While the current research was primarily interested in factors that have contributed to 
the success of Aboriginal students from northern BC, I did not want to exclude Aboriginal 
students from other areas. Therefore, I made the decision to include any Aboriginal student 
who was interested in participating in this study. The study sample included all self-identified 
Aboriginal students regardless of their residence of origin.  
 
 
 
 
72 
 
Participants 
 
The first criterion for inclusion was self-identification as an Aboriginal person. 
Twenty self-identified Aboriginal students participated in this research. Nineteen participants 
identified themselves as First Nations, and one individual self-identified as Métis. None of 
the participants identified as Inuit. Seventeen of the participants were female, and three were 
male. Seventeen of the participants were members of Aboriginal groups located in northern 
BC. Two participants were from the lower mainland area of BC, and one was from the 
Chilcotin area of BC.  
The second criterion for inclusion was the minimum of a second year standing in a 
university program. The purpose for using a second year standing was that it was an indicator 
of student success. Tinto (2005) found that the highest rate of attrition for post-secondary 
education students in North America occurred within or after the first year of study. 
Therefore, students who had progressed onto their second year had reached an appreciable 
milestone. In the present sample, the distribution of students per year of study was as 
follows: four were in their second of year of study, five were in their third year, seven were 
in their fourth year, and four were in their fifth year.  
For the qualitative aspect of this research, the principle of saturation guided the 
number of participants. Creswell (2007) described saturation as a point during the research 
process when further interviews were unlikely to produce unique data. McCraken (1988) 
suggested that 8-12 interviews should suffice for data saturation. In the present research, 20 
participants would more than exceed the number needed to reach saturation. To verify 
saturation, Bazeley (2007) recommended an analysis of recurring and new data during the 
coding process. In addition, Wilson (2008) suggested that participant feedback was useful for 
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verifying data saturation. To verify saturation, I provided a sub-set of participants with a 
participant feedback survey asking them to rate their agreement with each of the main 
research findings, and, if they wished, to comment on the main findings (see Appendix A for 
the participant feedback survey).  
Design 
The current research differed from the majority of past research with respect to the 
academic outcome of interest. Past research primarily investigated Aboriginal student 
attrition, while the current research explored factors that influenced Aboriginal student 
retention. This distinction was important because past outcome measures have framed 
research interpretations and policy development (Turton-Reynolds, 1997). I believe that we 
can learn much from the positive experiences contributing to academic retention in 
Aboriginal student populations. The factors that allowed Aboriginal students to overcome 
their negative experiences were essential to our understanding of the Aboriginal experience 
in post-secondary education. Ultimately, the goal of this research, based on students’ 
experiences motivating them to complete their degrees, is to inform policies aimed at 
increasing Aboriginal retention. In addition, this research provides a foundation for future 
students to learn from those who were successful. As Tinto (2005) pointed out, a better 
understanding of attrition does not directly translate into understanding retention or what 
institutions can do to help learners find success, but indirectly it can. 
Mixed-Method Approach. I used a mixed-method approach to collect the data. This 
research was foremost a qualitative study, and, therefore, face-to-face interviews were used 
to gather data on SDT, and thematic analysis was used to analyze and interpret the data. To 
provide a context for the role that cultural orientation might play in academic motivation, this 
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research used a quantitative method to gather the acculturation data and used statistical 
procedures to analyze the data.  
SDT-based research has typically used quantitative methods. While quantitative 
methods could be useful in identifying trends, particularly for large samples, they may not be 
the most effective approach for gathering meaningful data in an Aboriginal context. For 
example, quantitative methods, traditionally administered through surveys and 
questionnaires, were less personal forms of data collection compared to face-to-face 
interviews. Aboriginal cultures value oral traditions, and interviews provide opportunities for 
discourse: considered an important element of knowledge sharing (Castellano, 1999). 
Qualitative methods also allowed participants to provide detailed elaborations on the issues 
(Bazely, 2012) and elicited data which was relevant in exploring and understanding the 
complexity of individual experiences (Patton, 2002). In-depth interviews also allowed 
researchers to ask follow-up questions during a line of inquiry that were of particular interest.  
Although qualitative methods have been desirable for research with Aboriginal 
populations, the origins of qualitative research were not Indigenous-based, but developed for 
use in Western science. For example, early pioneers in psychology, such as Sigmund Freud and 
Wilhelm Wundt, conducted qualitative research (Wertz, 2014). Braun and Clarke (2006) noted 
that, although psychology studies commonly used thematic analysis, its utility for analyzing 
theoretically driven data had not been widely recognized. Moreover, thematic analysis in 
psychological research was beneficial because of its relative simplicity to learn and conduct, 
and that the public, and policy makers were able to interpret study results more easily (Braun & 
Clarke, 2006). More recently at UNBC, a study used a mixed-method approach to explore 
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conceptions of health care in a cross-cultural format that included an Aboriginal sample 
(Levesque & Li, 2014). 
In the current research, I conducted face-to-face interviews with Aboriginal students to 
explore motivational factors related to their academic success. To achieve this goal, I used an a 
priori schedule of theoretically driven questions. I analyzed and interpreted the data using a 
thematic analysis approach. While qualitative research has often represented as an open-ended 
flexible approach (Bazely, 2007), Holliday (2002) suggested that qualitative methods could be 
used to examine research questions within a theoretical framework. Moreover, using 
qualitative methods to explore the boundaries of SDT has gained support among leading 
theorists (Niemiec & Ryan, 2009). To understand the experiences of Aboriginal students as 
they related to SDT constructs, I considered a qualitative theory-driven approach to be an 
appropriate medium. The interviews permitted the exploration of SDT in an in-depth manner, 
and were instrumental in gaining insight into the participant perspectives of their academic 
experiences. Conducting face-to-face interviews also reconciled methodology with Aboriginal 
culture. Verbal, as opposed to written modes of communication, were more compatible with 
how Aboriginal Peoples communicated and disseminated knowledge (Castellano, 1999; 
Partridge, 2013).  
In contrast to using a qualitative approach to examine SDT, I chose to use a 
quantitative approach to assess cultural orientation. Questionnaires can be an effective way to 
gather acculturation-based data. Previous acculturation questionnaires assessed the 
psychological and behavioral aspects of acculturation (Berry, 2005). Although psychological 
and behavioral aspects of culture differed within Aboriginal populations (Lindsay, 2010), 
group members tended to retain what was considered traditional, relative to their own culture 
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(Montgomery et al., 2000). Therefore, acculturation questionnaires could be adapted for use 
with a specific group. For example, a unilinear-based survey tailored questions to assess 
acculturation in a sample of Indigenous Hawaiians (Rezentes lll, 1993). A second reason for 
using an acculturation questionnaire was to match methodology with the level of exploration. 
It was not the intent of this research to explore the processes that led to cultural orientation. 
Rather the intent of this research was to take a snapshot of cultural orientation and to explore 
whether acculturation had a mediating role in motivation. To meet this goal, I deemed a 
questionnaire suitable for identifying acculturation levels.  
Structured Interview Guide. This study used a 20-item structured, but open-ended 
interview guide. There were three reasons I chose this approach. The first reason was that the 
interview format required participants to respond to theory-based questions in a serial order. 
As an interviewer with limited experience, I felt that following an orderly progression of 
questions provided structure for the interviews, and would assist me to ensure that each 
participant responded to every question. The second reason was that the interviews were 
open-ended: participants had the freedom to elaborate on their answers, and, more 
importantly, they had the option to ask further questions. The third reason was that the 
interview approach allowed me to ask follow-up questions, enabling an exploratory 
interactive process between the participants and myself.  
The interview questions probed four dimensions: Autonomy, competence, 
relationships, and goal values. Each theoretical dimension comprised five items, adapted 
from existing SDT-based questionnaires. The wording of the interview questions followed 
guidelines suggested by Patton (2002). The autonomy items were adapted from the Learning 
Climate Questionnaire. The LCQ is a fifteen-item questionnaire designed to assess autonomy 
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in an educational setting and reported to have good face validity (Williams & Deci, 1996). 
Using the LCQ to examine autonomy with a sample of medical students, Williams and Deci 
(1996) reported an alpha co-efficient of .96. Using the LCQ to examine autonomy in a 
sample of chemistry students, Black and Deci (2000) reported an alpha co-efficient of .94. 
These studies showed that the LCQ had a very strong internal consistency. The LCQ was 
adapted for the current research to assess autonomy in a multi-course context. In addition, 
interview questions addressed autonomy in childhood, autonomy to attend university, 
autonomy to attend UNBC, autonomy for choice of academic stream, as well as whether 
autonomy was encouraged by faculty members.  
The questions on competence were adapted from the Perceived Competence Scale 
(PCS). The PCS is a four-item scale designed to assess perceived competence in learning. 
Using the PCS, Williams, Freedman and Deci (1998) reported an alpha co-efficient of .80, 
which indicated a strong internal consistency. The PCS was adapted for the current research 
to assess competence to succeed in university. In addition, modified questions assessed 
competence in childhood, academic preparation, perseverance, and adaptation to the 
university setting.    
The questions on relatedness were adapted from the Need for Relatedness at College 
Questionnaire (NRCQ). Guiffrida et al. (2008) judged the content validity and convergent 
validity of the NRCQ as strong. Using the NRCQ to examine relatedness with approximately 
300 college students, Guiffrida et al. (2008) reported an alpha co-efficient of .85, which 
indicated the measure had a strong internal consistency. The NRCQ was adapted for the 
current research to assess instructor support, Aboriginal community support, family and 
friend support, campus support, and support within the community of Prince George. 
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The questions on goal value were adapted from the Aspirations Index (AI). Kasser 
and Ryan (1996) reported in their AI-based study with 100 adults that construct validity was 
good. Using the AI with a sample of 118 introductory psychology students, Ryan and Kasser 
(1993) reported an average alpha co-efficient of .81. The AI was adapted for the current 
research to assess personal values and the relationship of those values to individual or 
community goals (see Appendix B for interview guide).  
Acculturation Questionnaire. Berry (2005) defined acculturation as a pattern of 
thoughts and behaviors that were situation-specific, influenced by personal choice, and were 
subject to change. Over the past few decades, numerous acculturation questionnaires were 
developed. In a comprehensive review of the literature, Celenk and Van de Vijver (2011) 
identified more than fifty acculturation measures. These researchers concluded that the 
measures mainly focused on behavior and de-emphasized the influence of psychological 
factors, family circumstances and individual beliefs. Moreover, there was a pattern of 
omitting psychometric information, and, when reported, this was found to have low to 
moderate internal consistency (Celenk & Van de Vijver, 2011).    
In the United States, a number of acculturation measures were developed; however, 
few were designed for use in Native American populations (Substance Abuse and Mental 
Health Service Administration, 2014). In addition, acculturation scales developed for Native 
Americans were designed for specific populations such as the Navaho (Gamst, Liang, & Der-
Karabetian, 2011) and may not have been relevant for use in other Native American 
populations. Furthermore, Celenk and Van de Vijver (2011) reported that acculturation 
measures designed for use with Native Americans suffered from many of the same problems 
found in other acculturation measures.  
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In Canada, a search of the literature yielded few results for Aboriginal-based 
acculturation measures. Research conducted with Aboriginal people in Canada has mainly 
used John Berry’s acculturation model (Giles, 2005). For Aboriginal people in Canada, Berry 
(1999) suggested that assessment of acculturation should go beyond the categories of 
assimilation, integration, marginalization, and separation. Berry suggested that assessments 
of acculturation should incorporate self-identification as an Aboriginal person, the 
importance of Aboriginal ancestry to self-identity, emotional outcomes from self-
identification, and outward expression of Aboriginal heritage.  
Although acculturation measures have lacked consistency and complexity, they have 
been useful for developing comprehensive measures. One particular questionnaire, the Native 
American Acculturation Scale (NAAS) designed by Garret and Pichette (2000), offered a 
broader context of inquiry into acculturation. The NAAS comprises 20 questions covering 
identity, language, friendship, behaviours, attitudes, and generational/geographic 
background. The NAAS was reviewed by a group of Native American elders and Native 
American professionals who reported good content and construct validity (Reynolds, Sodano, 
Ecklund, & Guyker, 2012). Using the NAAS to assess acculturation in a sample of high 
school students, Garrett and Pichette (2000) reported an alpha co-efficient of .91. Reynolds et 
al. (2012) used the NAAS to assess acculturation in a sample of 489 adults, and reported an 
average alpha co-efficient of .81 for the sub-scales.   
The current research adapted the NAAS into a 19-item acculturation questionnaire 
assessing self-identity, language, history of residence in, and contact with residential 
Aboriginal communities, social networks, and lifestyle preference. Specific modifications 
included a slight variation of the wording on two questions to provide clarity. Some slight 
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modifications were also made to reflect the differences in self-reference for Aboriginal 
people in Canada and Native Americans. I removed one item from the NAAS for application 
in the current research. The original item asked people where they were born. For the 
majority of Aboriginal communities in northern BC, births occur in urban-centered hospitals. 
In addition, most Aboriginal people in BC, whether they live in Aboriginal communities or 
the nearest urban centers, give birth in the same hospitals. I removed this item because it did 
not reflect acculturation, but rather it reflected the reality of health-care in northern BC. Six 
items in the modified NAAS related to cultural identification; five items to language; three 
items to social networks; three items to lifestyle preference; and two items to experience with 
Aboriginal communities. The current research used a modified version of the NAAS, 
therefore the content and construct validity no longer apply. However, I reported the 
reliability of the modified version in the Results section (see Appendix C for Acculturation 
Questionnaire).  
Demographic Questionnaire. The third data-gathering tool used in this research was 
a demographic questionnaire. The questionnaire included the following variables: age, 
gender, relationship status, number of children living with the student, highest education 
level of the participants’ mothers and fathers, parents’ and grandparents’ value of education, 
Aboriginal community’s value of education, annual family income, sources of financial 
support, number of siblings and friends attending university, Aboriginal group of origin, year 
of study, and declared major and minor disciplines of study (see Appendix D for the 
demographic questionnaire).   
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Procedure 
 
Aboriginal Community Engagement. Once the Research Ethics Board at UNBC 
granted approval to conduct the research, I presented an outline of the research to the Carrier 
Sekani Family Services and to the Prince George Native Friendship Center. Although the 
make-up of the present study sample had not required permission from any specific 
Aboriginal organization, it was determined through the ethics approval process that, out of 
respect, I should inform Aboriginal organizations in Prince George about the research 
project.  
Participant Recruitment. After the community presentations, I requested permission 
from the Director of UNBC’s First Nations Center (FNC) to conduct a presentation at the 
FNC and to recruit participants through personal contact and through a poster display. The 
FNC Director gave permission, and we scheduled a presentation date and time. I conducted 
the presentation at the scheduled time. I also displayed posters describing the project, criteria 
for inclusion, approximate length of time for the interview process, remuneration amount, 
and contact information for my supervisor and myself. No potential participants contacted 
me over the following month. I again contacted the FNC to inform them of the next 
scheduled attempt at recruitment. The FNC then offered to advertise the research project on 
their social media sites and to pass on the research project by word of mouth. During the 
second data gathering trip, I interviewed five participants. Through a recruitment strategy 
called snowball sampling (Patton, 2002), I encouraged participants to tell others about the 
research project, and, if those others were eligible, to contact me. Potential participants began 
contacting me over the next five months, and I made three additional trips to UNBC. During 
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each of the following three trips, I interviewed five participants. In total, I made five trips to 
Prince George over a six-month period.  
Interview Protocol. During the data gathering process, I followed the same process 
each time. I conducted all of the interviews in the same private lab at UNBC. I explained the 
research process to each participant, the length of time it would take, what steps would be 
involved, and that the interviews would be audio-recorded. If the participant verbally 
consented to participate in the research, he or she reviewed the Consent Form.  
The Consent Form followed UNBC’s Research Ethics Board guidelines. I carefully 
explained each component of the Consent Form to the participants. In addition, I provided an 
opportunity for the participants to ask questions at the beginning and at the end of the 
Consent Form review. The Consent Form included the following areas: provisions for asking 
questions, purpose of study, process of research, potential harm to the participant and 
contacts for assistance, benefits of participating in the research, protection of identity, 
remuneration, contact information to relay concerns about the research, and participant 
consent and withdrawal. After reviewing the Consent Form, and if he or she was still willing 
to participate, the participant signed and dated two copies of the Consent Form. After he or 
she signed two copies of the Consent Form, I provided a remuneration of 20 dollars as a 
token of appreciation for their time. I provided one signed copy of the Consent Form to each 
participant and kept one copy for my records (see Appendix E for Consent Form).  
The participant then filled out the acculturation questionnaire and the demographic 
questionnaire. Prior to completing the acculturation questionnaire and demographic 
questionnaire, I reminded each participant that he or she did not have to answer any 
particular question if it made him or her feel uncomfortable. On average, the participants 
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completed the acculturation questionnaire in approximately five minutes. Afterwards, 
participants filled out the demographic questionnaire, which they also completed in about 
five minutes. 
The final step in the research process was to conduct face-to-face interviews. I 
conducted each interview in the same order and manner. Before each new set of questions, I 
informed the participants that the topic was changing and briefly reminded them to what the 
new set of questions pertained. When participants asked questions about the interview items, 
I encouraged them to interpret the questions to the best of their ability to avoid leading their 
responses. There were, however, two exceptions. First, there was some confusion about how 
the participant’s friends supported them during their time in university. The first few 
participants asked whether it was their friends at home, or their friends at the university. I 
instructed those participants to discuss any friends that the participants considered relevant. 
To avoid further confusion in subsequent interviews, I included a distinction between friends 
at home and friends at the university.  
A second question that confused the first few participants pertained to campus 
support, or support within the community of Prince George. I modified subsequent 
interviews to include UNBC campus support, and support from the community of Prince 
George. The longest interview was 66 minutes and the shortest was 14 minutes and 25 
seconds. The average length of time for the interviews was approximately 30 minutes.  
Data Analysis. 
Overview of Interview Data Analysis. I began the data analysis by personally 
transcribing the audio-recordings verbatim. I used a general approach for data analysis by 
identifying recurring words and hierarchical concepts (Patton, 2002). To refine my analysis, I 
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used Tracy’s (2013) three level approach. Tracy’s first level identified basic descriptive 
codes. The second level identified analytic and hierarchical codes, and the third level used 
important quotations to advance in-depth interpretations of the data. I have provided a more 
thorough description of the process I used to analyze the interview data in the Results 
section.  
Acculturation Data. I used the Statistical Package for the Social Sciences to analyze 
the acculturation questionnaire data. I used the Wilcoxon Rank-Sum test to identify two 
distinct acculturation groups (less acculturated and more acculturated) and to identify 
significant differences between the less and more acculturated group medians for the 
acculturation questionnaire items. I used Pearson Correlations to assess statistical 
relationships between items on the acculturation questionnaire.   
Participant Feedback. In an earlier section, I discussed having had a sub-set of 
participants review the main findings of this study and rating their agreement with the 
findings. The participants were not randomly selected to complete the feedback survey; they 
were a sub-sample of volunteers. Only 12 of the 20 participants had provided contact 
information. I contacted the 12 participants who had provided email addresses and asked 
them whether they would be interested in completing the participant feedback survey. I also 
visited the FNC several times to see if any of the participants who had not provided email 
addresses were interested in completing the feedback survey; however, I was unsuccessful in 
locating any of those participants. Of the 12 participants, 10 responded that they were 
interested. I emailed the feedback survey to each of the interested participants. Five 
participants completed feedback surveys and returned them to me.  
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CHAPTER 4 
Results 
 In this chapter, I have first presented the descriptive results of the demographic data. 
Second, I have provided a statistical analysis of the demographic variables and acculturation 
groups. Third, I have presented results of the interviews. To provide context for the interview 
results, I provided a detailed description of the data analysis and interpretive process as well 
as the main overarching themes. Fourth, I have provided a statistical analysis of the 
acculturation data for the acculturation groups. Last, I have presented the results from the 
participant feedback survey.  
Demographics 
 Seventeen females and three males participated in this study. Nineteen 
participants were First Nations, one was Métis, and there were no participants of Inuit 
descent. The average age of the participants was 27.8 years. Ages ranged from 20 to 52 
years with a median of 25 years. Eight of the participants were single; six were married 
or in a common-law relationship; and six had a boyfriend or girlfriend. Six participants 
had children living with them. Five had one child per household, and one participant had 
two children. Participants, on average, had lived for 12.6 years in an Aboriginal 
community, with a range from zero to 52 years. Four participants were in their second 
year of study, five in their third, six in their fourth, and five were in their fifth year. 
  I have provided a breakdown of the amount of educational attainment for the parents 
of each of the participants in the following segments. The breakdown of educational 
attainment for the participants’ mothers was as follows: two had earned a master’s degree; 
two had earned a bachelor’s degree; three attended ‘some university’; five attended college; 
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two graduated high school; five had not graduated high school; and one participant was 
unsure. The breakdown of educational attainment for the participants’ fathers was as follows: 
four had earned a master’s degree; two had earned a bachelor’s degree; one had earned a 
college certificate; one had attended ‘some university’; two attended college; five graduated 
high school; two had not graduated high school; and three participants were unsure.   
 The participants also indicated their perceptions about how their parents, 
grandparents and home community valued education: sixteen participants indicated that their 
parents valued education very much; three indicated that they valued it somewhat; and one 
indicated that their parents valued education not at all. In the case of Aboriginal 
communities, grandparents hold an important role in the extended family structure. The 
grandparents special role results in their opinions and value of education having a vital 
influence: twelve participants indicated that their grandparents valued education very much; 
four indicated that they valued it somewhat; one indicated that their grandparents valued 
education not at all; and three participants did not know. Aboriginal community value of 
education also plays an important role for encouraging community members to attend post-
secondary education, and for returning to their home community to improve well-being: 
seven participants indicated that their home community valued education very much; twelve 
indicated that their home community valued education somewhat; and one indicated that 
their home community valued education not at all.  
 The participants also reported their annual income. However, some participants 
indicated they were reporting family income that included their parent’s income, while other 
participants indicated they were including only their personal income or joint income with 
their spouse. In addition, six participants did not answer the question. As a result of 
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inconsistencies in the responses and missing data, I have not reported descriptive and 
statistical results for income.  
 The participants also reported their sources of funding. Only five participants reported 
having had a single source of funding, and all five were Band funded. The other 15 
participants received multiple sources of funding. Of the 20 participants, the breakdown of 
income sources were reported as follows: sixteen received Band funding; five received 
parental funding; five received student loans; seven received scholarships; and seven were 
self-funded through employment.     
 The participants were asked how many of their siblings and friends were completing 
a university education. The participants reported an average of less than one half (.49) sibling 
who were completing a university education. More than half of the participants had no 
siblings in university, and the remainder of the other participants had one sibling in 
university. The participants reported an approximate average of seven friends completing a 
university education.  
The participants also reported their major and minor areas of study. For declared 
majors, the participants reported the following data: five listed health sciences; four listed 
environmental-related disciplines; four listed First Nation Studies; two listed psychology; 
two listed English; and one each listed political science, social work, and public 
administration respectively. For their declared minors, the participants reported the following 
data: five listed First Nation Studies, and two listed psychology (see Appendix F for 
summary of the ungrouped demographic data).  
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Demographics and Acculturation  
 
 The lowest possible score on the acculturation questionnaire was 19, and the highest 
possible score was 95, with higher scores denoting increased acculturation. The acculturation 
scores ranged from 41-76. I chose a cut-off score of 55 to distinguish two acculturation 
groups; those less acculturated and those more acculturated. The distribution of scores for the 
less acculturated group was 41, 44, 44, 47, 48, 48, 49, 50, 53, and 55. The distribution of 
scores for the more acculturated group was 59, 60, 60, 62, 62, 63, 64, 68, 74, and 76. A close 
inspection of the questionnaire item data, indicating a distinct trend of responses above and 
below the cut-off score, supported the choice of cut-off score. Although previous research 
identified up to four distinct acculturation groups (Berry, 1999; Huffman, 2001), those study 
designs intended to capture nuances distinguishing subtle levels of cultural orientation. I 
specifically used the terms more and less acculturated to describe a comparative context 
between the two groups, and not to describe distinct acculturation levels such as low, 
moderately, or highly acculturated. The current research was primarily a qualitative inquiry 
into Aboriginal student motivation, and secondarily was interested in whether cultural 
orientation could add to our understanding of Aboriginal student motivation, thereby 
providing new directions for future research. For this reason, I chose to distinguish two 
acculturation groups for comparative purposes. In addition, the relatively limited range of 
questionnaire scores would affect the sensitivity of statistical analysis if more than two 
acculturation groups were tested. Using the cut-off score of 55 also allowed for an equal 
amount of participants in each group. This decision was an important consideration for 
equalizing groups for the difference testing during statistical analysis.  
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Most of the demographic and acculturation data violated the assumptions of 
independent sample t-test, and transformations of the data had not substantially improved 
data normality. As a result, I used a non-parametric test to examine differences between 
group medians. For consistency, I used the Wilcoxon Rank-Sum Test for all statistical 
analysis. For significant and non-significant findings, I have reported an exact p value. The 
mean scores for the MA group were higher than the LA group for each of the sub-group of 
items on the acculturation questionnaire. Furthermore, the LA group (M = 47.9, SD = 4.23) 
significantly differed from the MA group (M = 64.8, SD = 5.96), Z = -.378, p < .001, on 
aggregate acculturation item scores. There were demographic differences between the 
acculturation groups including age, the number of years they lived in an Aboriginal 
community, and the number of friends they had in university. There was a significant 
difference for age between the LA group (M = 32.1, SD = 8.99) and the MA group (M = 
23.5, SD = 1.84), Z = -3, p = .001, with LA participants being on average almost nine years 
older than the MA group. There was a significant difference for the number of years 
participants lived in an Aboriginal community. LA participants (M = 20.8, SD = 14.71) lived 
considerably more years in an Aboriginal community compared to MA participants (M = 4.8, 
SD = 5.77), Z = -1.93, p =.001. There was also a significant difference for the number of 
friends who were attending university. The MA participants (M = 14.4, SD = 14.61) were 
found to have a significantly higher number of friends attending university compared to LA 
participants (M = 4.6, SD = 4.06), Z = -2.20, p = .027. The difference for this variable may 
have also been understated. Several of the participants in the MA group reported 10+ friends, 
which I subsequently recorded as ten. Additionally, one participant in the MA group reported 
a number of 100+ friends, which was an extreme outlier in view of the rest of the data. 
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Rather than remove the participant’s data, I replaced it with the average for the MA number 
of friends attending university.       
There were no significant group differences for the number of children the 
participants had, the relationship status of the participants, the value of education as 
perceived by parents, grandparents, and home community, the number of siblings in 
university, or the current year of study (see Appendix G for summary of the statistical 
analysis of demographics and acculturation groups). Four other demographic variables were 
not amenable to statistical analysis. These demographic variables included the highest 
education level achieved by the mothers and fathers of the participants, the sources of 
financial support, and the disciplines of study. 
One of the interesting demographic trends was the highest level of education for the 
participants’ fathers, especially for degrees earned. In the MA group, one father had not 
finished high school, two completed high school, and six fathers attended post-secondary 
education. There were eight degrees earned in total: four bachelor’s degrees, three master’s 
degrees, and one law degree. For the LA group, one father had not graduated from high 
school, four completed high school, four had attended college, and one participant did not 
know. There were three degrees earned in total: two bachelor’s degrees, and one master’s 
degree. 
 Another interesting finding was that only five participants reported Band funding as 
their sole source of income: three in the MA group and two in the LA group. Most of the 
participants reported having received multiple sources of funding. Three participants in the 
MA group received funding from their parents; two received student loans; seven received 
funding from their Band; and three worked while attending university. By comparison, two 
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in the LA group received funding by their parents; three received student loans; nine received 
Band funding; and four worked while attending university. Three participants in the MA 
group had not received Band funding, and one participant in the LA group had not received 
Band funding. Another interesting finding was that five participants in the MA group 
received scholarships compared to two in the LA group. There was also a noticeable trend in 
the declared majors for the two groups. The MA participants tended to gravitate towards hard 
science-based programs while the LA participants tended to take social science programs 
(see Appendix H for summary of the demographic data by acculturation groups).  
In-Depth Interviews 
Coding Process and Emergent Themes. My dissertation committee and I decided 
that I would not use a computer software program such as NVivo to conduct the thematic 
analyses, rather, that I would conduct the analyses manually. I made five trips to the Prince 
George campus during the data gathering process. When I completed all of the interviews, I 
transcribed the audio-recordings verbatim. One of the main challenges in transcribing the 
recordings was the speed at which the participants spoke, and the abrupt transitions from one 
thought to another. Specifically, certain phrases such as “like, you know”, and pauses 
followed by “so” made it challenging to punctuate. In addition, there were a couple of 
participants who spoke quietly which required that I review sections of the recording 
numerous times to ensure accuracy. In a few instances, I could not understand a word that a 
participant had said and I deemed the word inaudible and transcribed it as such. I began the 
analysis process by reviewing the transcripts several times to get a feel for the raw data. 
Reading the transcripts several times to familiarize oneself with the data was a strategy 
recommended by Braun and Clarke (2006). I was also curious as to whether any themes 
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would emerge without intentionally analyzing the data in a prescribed format. As I reviewed 
the transcripts, the desire to improve the well-being of the Aboriginal community, and the 
importance of a support network, particularly the First Nations Center, emerged as prominent 
themes.  
In the present study, the theoretical framework guided the secondary level of analysis. 
First, the four SDT dimensions were the main categories of examination. Second, I had 
adapted the interview questions from questionnaire items commonly used in SDT education-
based studies. I created a file for each interview question resulting in twenty transcription-
based data files. Each file contained twenty summary responses: one response from each of 
the twenty participants. There were five question/data files for each of the four SDT 
dimensions. The interview questions are presented in Appendix B.  
I first analyzed responses to the interview questions in terms of response frequency. 
For example, I asked participants about their experiences of having independence to pursue 
their interests throughout their lives. Eighteen participants indicated that they had 
experienced independence and two indicated that they had not. I then analyzed the 
underlying sub-themes within a particular response. For example, fifteen of the eighteen 
participants indicated that they perceived childhood independence to pursue their interests 
while three participants said that they were required to be independent because of their social 
circumstances. A sub-theme emerged that parents of the fifteen participants encouraged them 
to pursue their interests and supported them while the participants pursued those interests. 
The analyses also identified categories of interest that included sports, music, and nature-
related activities. During this level of analyses, I made general notes of trends and tendencies 
of responses that I included in each data file. It is important to note that some questions 
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garnered much more data than other questions and required more time to analyze thoroughly. 
Although I moved onto additional levels of analyses, I continued to go back and forth 
between the transcripts and data files and added my notes to the data files when I felt it was 
necessary. It was through the process of rereading the transcripts and returning to amend the 
data files that I felt comfortable that I was not missing important elements of the data. Also 
within this level of analyses, I noted any quotations I might use as examples. During the 
writing phase, I routinely returned to the transcripts to review the data for additional 
quotations that may have represented a particular theme, sub-theme, or category. 
Once I had identified the themes, sub-themes, and categories of responses for each of 
the interview questions, I looked for similar concepts that the participants expressed across 
the data files. The following themes emerged: the importance of the participants contributing 
to the well-being of the Aboriginal community, the importance of self-growth, the 
importance of support systems, and the importance of having autonomy throughout their 
university experience.   
The final level of analysis took place during the writing of the dissertation. During 
this level of analysis, I assigned a pseudonym to each participant. I used pseudonyms because 
they assisted me in providing a contextual foundation for a deeper analysis of the data. I then 
chose the exemplar quotations that best represented a particular category or sub-category for 
each SDT dimension.  
Although I had identified themes, sub-themes, and categories for each of the 
questions, and I had identified themes that emerged across the data files, I was not yet able to 
describe my overall interpretation of the participant experiences. During the writing of the 
results section, I felt that there was a bigger picture within the data, and that I was missing it. 
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As I was writing the discussion section, I became even more frustrated that I was not able to 
put the pieces together, and I felt that my findings were a hollow representation of the 
participant experiences. My dissertation supervisor and I discussed my frustration and she 
gave me some advice that allowed me to step back from strictly expressing the data in words, 
and I began thinking about interpreting the data not as discrete concepts and themes, but as 
complex interconnected experiences. That thought process led to a moment of interpretive 
clarity. I came to the interpretation that the participants felt autonomously supported 
throughout their university experience, and in particular made a free choice to attend 
university to achieve important life goals. The participants entered university with the goals 
of self-growth and meeting the needs of their home community, and that these goals were the 
primary motivators to succeed in university. To be successful, the participants needed and 
sought out support from multiple sources. Once I reached this level of awareness, I was able 
to deconstruct that moment of perceptual clarity to interpret the data into the overarching 
themes that I believed best represented the complex experiences of the participants.  
 Autonomy. In this study, participants reported their perceptions of autonomy in 
childhood, for their choice to attend university, for their choice to attend UNBC, for their 
choice of academic programs, and faculty support. The majority of the participants reported 
that their caregivers supported their childhood interests. However, some participants felt that 
their childhood autonomy resulted from social circumstances that required them to be 
independent and grow up prematurely. Participants chose to attend UNBC based on the 
proximity of the Prince George campus to their home communities, and because the 
academic programs matched their interests. The participants freely chose to attend UNBC. 
However, other people had influenced every participant to attend university. Participants 
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chose academic programs that matched their intrinsic interests and that would meet the needs 
of their home communities. The majority of participants also perceived that faculty supported 
their interests.        
 Perceived Independence. When asked about their level of perceived autonomy in 
childhood, participant responses fell into two categories. In the first category, a third of the 
participants described having had no choice but to be independent because of social 
circumstances. In the second category of responses, participants described having had 
independence in pursuing childhood interests.  
For those participants who felt that they had no choice except to be independent, they 
described several situations; because of being adopted, raised in multiple households, and 
three participants felt that they had to rely on themselves and not others. Two participants 
reported that, as children, they had assumed a parenting role for their younger siblings 
because their parents were away from home much of the time. In these cases, participants 
described themselves as very independent, not because it was their choice to be, but because 
they felt they had no other choice. Sophie stated, “yes, I was very independent, so I kind of 
grew up, I raised myself actually.” Another participant was required to attend elementary and 
high school in a community away from her family. In high school, she was encouraged to 
study subjects that interested her, and she gravitated toward academics. Maria commented on 
this as a positive experience:  
So, I ended up in classes, in academic classes with them and became an 
honour student there and became, that was my first time I realized that I was 
smart, and that I could, you know, really create my future, and that education 
could pay off, and basically, took it into my own hands to do whatever I could. 
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Another participant was actively encouraged by her parents to be strongly independent. Sally 
described the role of her stepfather, with regard to her independence: “he would tell me all 
the time that I can’t be dependent on others, and that I need to be independent. So he would 
always make me do things for myself, you know.”  
 The majority of participants interpreted childhood independence in terms of pursuing 
their personal interests. Within this group, most indicated that they had the independence to 
pursue their interests as children. Parents, and particularly mothers, provided different 
opportunities for activities, and supported the choices of the participants later on. Most of the 
participants identified pursuing sports as a major part of their independence, followed by 
playing music, and engaging in nature-related activities.  
Some of the participants linked the autonomy they experienced in childhood to their 
autonomy in adulthood. Sheldon noted, “ultimately it came down to my own decisions, so I 
guess full independence, but a lot of inspiration comes from my wife who actually inspired 
me to go back to school.” Darlene commented on the relationship she perceived between 
independence and university success:  
I have come to notice that, um, people who um, go about university, and, like, 
the people who get help signing up for university, get help with all their 
courses, get help with the funding, get help with all these different things. It’s 
like they’re, they’re, they’re, they don’t last very long in university.  
Two participants in this category indicated that they had limited independence to pursue 
personal interests while growing up. Doug commented:  
My personal interests, um, weren’t really recognized growing up, uh, because 
I lived in a really, uh, diverse setting at home, whether it be with my 
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grandparents, uh, grandmother, I mean my mother, or even in care with foster 
homes or group homes.  
One participant perceived very little independence as a child. Lori stated, “I think up to the 
age of sixteen I was…my mom pretty much shaped my, my, uh, interests.” Lori then made 
the connection between the lack of independence in childhood and having left home at age 
16 and began pursuing her own interests. 
Reasons to Attend UNBC. Almost 70% of the respondents indicated that the major 
factor in choosing UNBC was proximity to their home communities. However, there were 
varied responses as to what proximity meant to them. Most of the participants cited the fact 
that they would still be close to family. A couple of others indicated that while relatively 
close to family, they wanted some independence from their families and friends. Tina 
summarized this perspective of having some measure of independence from her family while 
attending UNBC:  
Um, I really liked the size of the university, and it was far enough away that 
my mom wouldn’t be coming here every weekend to visit me, and it was 
somewhere that my friends weren’t going, ’cause prior to me coming here 
there was no one from my home town living in Prince George. I didn’t want to 
be stuck with people I knew ’cause I knew then, otherwise I wouldn’t be able 
to make as many friends or as many connections, because I’d be too drawn 
towards them. So, I was trying to move away from that.  
In addition to proximity, six of the participants chose to attend UNBC because 
academic programs matched their interests. These programs included First Nations Studies, 
environmental-related programs, medical programs, and psychology. In explaining his 
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decision to attend UNBC, Doug stated: “UNBC has uh, a diverse program for First Nations, 
uh, Studies. Uh, it’s close to home, and I also wanted to come to this institution and prove to 
myself that I’m able to learn here and succeed.” Three of the participants had transferred to 
UNBC from other universities because the programs at UNBC aligned more with their 
academic interests. One participant transferred to UNBC after she visited a website called, 
“Rate my Professor,” in which UNBC psychology professors had received good reviews. 
Darlene commented on her experience after transferring to UNBC: 
So, I came to UNBC and have fallen in love with every single one of the 
professors, just because of their level of passion, and their dedication, and 
their enthusiasm about their work. So, UNBC has made a name for itself, and 
it lives up to it - in the psychology department especially.    
Influence of Others. Participants reported others who had influenced their decision to 
enroll in university. Although responses to the previous question indicated that the 
participants had exercised autonomy in their choice of institutions, in this question, every 
participant indicated that others influenced them to attend university. The primary influence 
on the decision of participants to go to university was family members. Other participants 
indicated that peers, high school mentors, and people who lived in their home community 
had influenced them.  
Parents and grandparents had the most influence on participants’ decision to attend 
university. For some of the participants, parents or grandparents who had attended post-
secondary education expected the participants to attend university. In some cases, both 
parents influenced the participants. However, in several cases, a specific parent had more 
influence. While some of the participants indicated that the influence was overt, others 
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indicated that the influence was less overt. In one example, Maria indicated that her father 
had not attended post-secondary education. However, he would provide her with books, and 
they would later discuss the readings. Maria reflected on these discussions: “I was so excited 
about that because, hey, I get to talk to my dad, and he really, he didn’t say education was 
good for you, or anything like that, but he would give me books and encourage me to read.” 
Sheldon’s father also had not attended post-secondary education, however similar to Maria; 
Sheldon’s father inspired him to become an avid learner:   
Definitely my dad. Not, not really directly, but more indirectly. He inspired me 
because uh, my dad doesn’t have the highest level of education under his belt, 
but he has a great wealth of knowledge that he acquired growing up as 
himself, by various elders and knowledge holders in his travels and stuff like 
that. So, he’d teach me this knowledge, and as I, as my wife inspired me to go 
to university, I saw connections between my cultural knowledge and university 
knowledge, and then it just kind of really pushed me forward to continue 
learning more and to see how connected they can be. 
In addition to family, high school peers in the home community, and high school 
peers who attended UNBC or other universities were an important influence on participants’ 
decision to attend university. Barbara explained the influence from her peers: 
My peers. Definitely, um, it would’ve been a lot more difficult, I think, to 
integrate in UNBC if I didn’t have an existing network here. Uh, several 
individuals from my home community attend here…and, um, having them here 
was definitely what sealed my decision to attend UNBC.  
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For some of the participants, mentors had a significant influence on their decision to 
attend university. Jennifer commented about the influence of one of her high school teachers: 
“she believed in me when I didn’t believe in myself. So, she was like a huge influence into 
pursuing everything, yeah.” Tina indicated that her childhood girl-guide leader had 
encouraged her to attend post-secondary education.  
People in the participants’ home community were another important source of 
influence to attend university. Lori cited the general needs of community members in 
influencing her decision to attend UNBC. For several other participants, it was specific 
community members, including Band Council employees or education administrators. Sheila 
described the birth of her first child as her motivation to attend university: 
Um, well I had my daughter when I was, I just turned 20. Uh, so I think that 
having her really influenced my choice to come to school right away. Um, I 
started taking classes when she was five months old and then got into the 
nursing program when she was one. So, um, that’s been a major focus for me. 
For some of the participants, influence to attend university came from less traditional 
sources. In Doug’s case, his supervisors at work encouraged him to go to university to further 
his career aspirations. For Darlene, her boyfriend’s parents told her that she needed to go to 
university in order for her to keep living in their home. For Sophie, she had a “bad 
experience” that motivated her to go to university. She was living with her boyfriend at the 
time, and she was unable to secure employment opportunities in the community. Sophie 
elaborated on her experience:  
Yeah, where I stayed, I was with my ex-boyfriend at the time, and every door - 
every door, every job I kept going into, it was like, “you’re not from here, 
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you’re not from here,” so they kept closing it. So, I’m like, ok, the only way to 
get a job is to come back to school. 
Academic Programs. Several categories of responses emerged when participants 
reported the factors that led to their current area of study. Several of the participants chose 
programs consistent with their current interests. Other participants entered university with an 
academic program in mind, however, gravitated toward other programs that interested them 
more. A third category of responses identified academic disciplines that would help meet a 
current need in their home community.  
The participants who pursued academic programs that were consistent with their 
interests or filled a community need enrolled in medical-related programs, psychology, First 
Nation Studies, and environmental-related programs. Maria summarized her choice of 
academic program when she stated:  
Um, well if you look at my year book and when I graduated, it asks you 
questions about what you want to do with the rest of your life, and I put down 
child psychologist, and, um, that stems from, um, living in poverty, going 
through abuse and, [from] neglect as a child.  
Although the majority of the participants had a good idea about what they wanted to 
pursue before they entered university, a few decided to change academic programs while 
they were in university. Some discussed not finding the passion in their first choice of 
academic discipline. Exposure to different disciplines allowed these participants to identify 
academic streams that held more passion for them. A common thread in many of the 
participants’ experience was taking courses in First Nations Studies. In many UNBC 
programs, students are required to, or can take First Nations Studies courses. For some 
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participants, the instructors in the First Nations Studies program profoundly affected them. 
Doug commented on some personal reasons for changing academic programs:  
The second time that I was accepted to UNBC, I still hung onto psychology 
because I was still hurting. I still had an unknowing of my personal 
development that, uh, was a barrier in itself, and I was just trying to figure out 
what was wrong with me, and I wanted to be a therapist to figure it out, and I 
thought that was the all knowing way to go about it.  
Bernice also found a common interest in the First Nations Studies program, whether it was 
the commonality within Aboriginal cultures, or the rediscovery of her Aboriginal identity. 
Bernice summarized her transformative experience:  
First Nation Studies, I kind of just took a course, and then I kind of really fell 
in love with the program. I was struggling in post-secondary. Like my grades 
were still good, but I wasn’t really connecting with any of the materials, and I 
found that the First Nations Studies really fit with me, and to understand my 
own culture a little bit more, because I was able to learn more about research.  
Sybil, who was taking courses at another university, and felt “really lost,” commented: 
I was taking business, a business program and, uh, criminal psychology 
program, and it just was OK, but I just wasn’t enjoying it, and when I looked 
into UNBC and found the First Nations degree, it was like a light bulb went 
off. 
Faculty Support. Participants reported the ways faculty encouraged them to follow 
their interests. There were two main categories of responses to this question. Some 
participants indicated that their professors supported their chosen topics of interest. In 
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comparison, other participants felt that faculty members were not supportive, or that only 
some professors were supportive. One of the participants who perceived instructor support, 
Betty, noted that her professors supported her Indigenous worldview, particularly in science 
courses. Participants perceived faculty support in terms of having a choice of paper topics, as 
well as having received positive feedback on their term papers. Tina described her 
experience: 
Um, they just been really easy going and easy to talk to, um, a lot of like,  
classes, a lot of the classes we’ve had, um, usually have to do some sort of 
research paper, and they let, they’re  generally pretty good about letting you 
pick your topic. So, I’ve always picked topics relatable to what I was doing.  
A couple of participants admired their professors and decided to pursue a course of 
studies that would result in a similar career path. Maria was, at first, unsure what area of 
psychology to pursue, but after attending a round table event, she commented, “and I didn’t 
even know how many areas you can get into in psychology, and then I met (redacted), and 
we kinda hit it off and realized I wanted to get into clinical psychology.”  
Although the majority of the participants had reported faculty support, a few 
indicated that they had not felt fully supported. Doug, who initially had not perceived support 
from all of his professors, however, commented how a couple of his professors had strongly 
influenced him: 
My instructors are, uh, really powerful. She left an impression with me that 
really stuck, and in my heart, I started to realize my shift was going from, you 
know, psychology to First Nation/Political Science. And, ah, the second 
professor I have really influences the class to critically analyze, you know, 
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society, but also he is respectful for Indigenous perspectives, and that is really 
huge, because in the past, I didn’t really have that kind of support, only 
through (redacted). 
 Competence. Participants described competence development throughout their lives, 
during their academic preparation, learning to access campus and community resources, 
perseverance in their university courses, and adapting to the university campus.  
 The main findings for this dimension were that the majority of participants were 
motivated throughout their lives to excel in their areas of interest, and that this extended into 
post-secondary education. Academic preparation began in high school for some, in post-
secondary education transition programs for others, and for a few, while they were in 
university. Participants accessed various university resources to achieve success; however, 
very few used the community resources outside of the university. All of the participants were 
highly motivated to persevere in university, and a number of the participants identified 
sources for that motivation. Almost all of the participants cited the UNBC FNC as the most 
important factor in helping them adapt to the campus.       
Competency Building. Participants reported their general efforts in developing 
competence. The four main areas the participants strived for competency were sports, music, 
education, and employment-related activities. Some participants went beyond describing 
competence building, and identified their process for achieving competence.   
Eighteen of the 20 participants indicated that, throughout their lives, they were 
motivated to strive for competency. Approximately one quarter of the participants described 
being highly driven to master new skills. Maria described her efforts: “I think I’m very 
persistent. I’m somewhat of a perfectionist.” Carla described her approach to developing 
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competence as, “I always reach for the top.” Frank described his efforts as striving for “one 
hundred percent.” Frank also discussed competence development in relation to his approach 
to academics:  
So, I always gave everything. I, I grew up playing soccer, um, so I, I played up 
to high-level soccer. So that was, uh, onto team BC for soccer so, that kind of 
showed me that you have to get to a level of crazy to perfect things. So, you 
would have to be there all the time, doing things, and, um, so that kind of, um, 
so that kind of worked over into school, so I’d be studying Saturday nights 
and stuff and trying to work hard at it.  
Although the participants were consistent in their responses to building competency, 
they varied in approaches to it. Kathy indicated that, for her, “hands on experience” was the 
key. Kathy’s approach was to take courses that interested her. She would then take time off 
from university and find work that would allow her to apply her academic knowledge and 
then go back to university for more courses. Sally commented that, as a “high achiever,” she 
was often self-critical of her performance. Sally recognized that, in university, being self-
critical negatively affected her efforts in developing her academic skills. By understanding 
how self-perception affected her behavior, Sally made the necessary changes, as she 
described, “I try to give myself a little bit of space to realize that, you know, to realize what’s 
going on in the moment and in my life.”  
An interesting story came from one participant who used his traditional culture when 
developing new skills. As a youth, Sheldon learned to listen to others before forming an 
opinion. Sheldon’s father would teach him a particular skill and then allowed him to practice 
and master it. If Sheldon later expressed a lack of confidence in a skill that he had learned, 
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his father would give him this advice, “trust, ’cause you know what you know.” When 
Sheldon started attending university, he applied his cultural traditions when learning 
academics. He studied the academic perspective and would then apply his cultural 
knowledge. Based on his father’s advice, Sheldon had the confidence to move forward in 
developing his academic skills.      
The most compelling stories of competence development came from two participants 
who had learning disabilities. Although only a few participants identified themselves as 
having physical or learning disabilities, they demonstrated extraordinary efforts to succeed in 
university. Darlene had an attention-related disorder, and this required her to seek out a 
number of activities, including exercise and yoga, that allowed her to better focus on learning 
new skills. Bernice had two profound learning disabilities, and she exemplified extraordinary 
efforts to succeed at UNBC. As a result, Bernice had sought out many academic support 
services and articulated why she had done so:   
Because I have a disability, I, it takes me a lot longer to do things and to learn 
those processes, and there’s always this kind of assumption that, if you have a 
disability, you’re stupid. So, I’ve kind of used that as my own personal, um, 
motivation to do things and prove people wrong.   
Academic Preparation. Participants reported how they prepared academically for 
university. Participant responses fell into several categories. Participants highlighted the 
usefulness of high school courses and post-secondary education transition programs. Two 
participants, however, indicated that high school did not prepare them for post-secondary 
education. Other participants became academically prepared while they were in university. 
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One quarter of the participants had enrolled in post-secondary education transition 
programs and cited these programs as a contributing factor for their post-secondary education 
success. Several participants enrolled in upgrading or general transition programs, and two 
participants enrolled in programs specifically designed to prepare them for their areas of 
academic interest. Kathy, however, took a different approach to preparing for university. 
Rather than taking preparatory courses or transition programs, she worked at jobs that were 
consistent with her academic interests. Kathy stated: 
Like I, my first job I got in the field of conservation was, when I was 14, with 
Parks Canada in Jasper. And, um, I worked for Parks Canada for five seasons 
before I started university, so that gave me really good insight into what kind 
of things I wanted to learn, what kind of skills, skill-sets I could either develop 
through school or with the help of school or, and I also traveled quite a bit 
before university. 
Another category of responses indicated a focused effort in grade 12 to prepare for 
post-secondary education. Carla cited English 12 and an introductory psychology course that 
helped her prepare for university. Darlene realized that her future success in university 
required her to put forth a concerted effort in high school. Darlene remarked:  
Um, so my final year in high school, I had to do some grade 11, and I had to 
do all of my grade 12. So, I was in so many classes that I would show up at 
school at 7:30 in the morning, start to do my homework. I would stay in at 
lunchtime, and then I would stay until 5:00 at night. I would go home, eat my 
dinner, and then do all of my homework before bed. So, I did that for a whole 
year.  
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Not all of the participants perceived high school as helpful in preparing them for post-
secondary education. Tina indicated that high school was not rigorous enough for her, and 
that, while she passed the courses, she was not required to put in much effort. After enrolling 
in university, a couple of years had passed before she realized that succeeding at university 
required much more effort. Tammy described how high school failed to prepare her for 
university:  
I didn’t really feel like anything really prepared me for that, and the studying 
skills are so radically different, too, as well, just ’cause you’re learning so 
much more, and in the college and university courses that I felt like I was 
overwhelmed at first, because I didn’t really know how to study. Um, and also 
when I was in high school, they still had the graduation portfolio. I found that 
that kind of helped me move more into the career side of things, but they 
didn’t really prepare me for academics. 
For some of the participants who felt that high school did not prepare them for 
university, they credited their university success to the ways they prepared while they were in 
university. While there was some variation in the responses, there was a strong sub-category 
of responses related to the development of organizational skills. Doug highlighted time 
management, the extensive use of calendars, and a daily planner. Sheldon came to UNBC 
from another institution and spoke about how he had learned from past mistakes regarding 
time management:  
Then, the more I tried to question myself objectively, then I started, OK, I 
could stop doing this. You know, maybe I don’t, maybe I should study instead 
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of playing video games, or something like that, a little bit more. So, definitely 
discipline was huge, disciplining myself.  
Sybil discussed how she successfully applied the organizational skills she learned in 
childhood to her academic studies:  
Growing up on a farm, you have to be organized, and you wood heat. And my, 
both my parents were, they worked away from the home a lot, so being 
organized with your groceries and making sure you have enough food, enough 
of all of these things when you there’s nobody else around. I think, just 
organization skills, maybe, have helped with that.  
Frank described his efforts in developing two essential skills, “working hard and [being] 
driven to learn. Like, how to actually study.” Maria commented on how she would seek out 
someone to help her with the process of academic preparation: 
And at one point, my motto was, you don’t have to work harder, you have to 
work smarter, and you, you find ways of, like, kind of taking shortcuts, right. 
Like, rather than struggling and, um, failing, go out and look for what you 
know, go look for help that, you need. Find the best person in that area, that’s 
an expert in that area, and ask for that help, yeah.   
Two participants identified a need to prove to themselves or to others that they could 
succeed. Sheila, on her first day of class in a health science program recalled something her 
professor said that both shocked and challenged her, “if any of you guys have kids, you’re 
not going to make it through the program.” Taken as a challenge, Sheila told herself that she 
was going to prove the professor wrong, and to date she had. Darlene also felt that she had 
something to prove when she stated:  
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I felt like I really had to prove myself as an Aboriginal person doing, ah, in 
university. I had all these people that were like, “oh my god,” because I was 
like, one of the first smart people in my family to go to university, so 
everybody was like, “oh my god, she’s so smart,” so I felt like I had this, uh, it 
was pretty much, I was living up to my ego, I think.       
University and Community Resources. Participants reported which resources at the 
university, and which resources in the community of Prince George, they had accessed. 
Participant responses to accessing university resources were consistent for some resources 
and varied for others. There was, however, consistency with regard to accessing resources in 
Prince George. The majority of the participants relied on resources within the university. The 
most often cited resource accessed by participants was the UNBC FNC. Participants used the 
FNC for different reasons, which included 24-hour access to computers, as well as a quiet 
study room. Participants also had access to tutors, and most importantly, the FNC functioned 
as a space for social support. The FNC also served as a hub for accessing other UNBC 
resources. Bernice described her perception about the role of the FNC, “um, the FNC has 
been excellent for support. If you are ever struggling with anything, they go above and 
beyond and, like, take care of you and make sure all those problems are dealt with.” Maria 
recalled her first two weeks at the campus before discovering the FNC:  
The first two weeks I was here, I hung around the library, and I had to lug my 
stuff all over the place and really didn’t feel like I belonged there, but I kind of 
stumbled on the First Nations Center, and then that’s when I felt like, “ok, I’m 
home now, and I can relax,” and I feel safe, and I feel accepted, and I feel like 
I belong. 
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Nineteen of the participants viewed the FNC as an important source of social support, 
especially since they were “all in the same boat.” Sheldon summarized this shared 
perspective:  
I like hearing other people’s ideas, so I always like to sit in the First Nations 
Center or other places around the university, and I like just actually 
communicating with other students, and hearing their struggles and hearing 
their successes actually helps inspire me. So, I think the university students 
themselves is definitely an important resource to help you reflect, “OK, 
they’re in the similar situation as I am, so maybe I can draw inspiration.”  
Many of the participants also discussed cultural support at the FNC. They appreciated the 
contact with elders, smudging, and potlucks. Several of the participants indicated that they 
were able to access food that students brought to the FNC. Participants viewed this access to 
food, particularly during times in which the student schedules were hectic, as a very 
important resource.  
Many of the participants had also accessed other UNBC resources through the FNC. 
More than a third of the participants had accessed health-related resources such as counselors 
in the Wellness Center and nursing services. A quarter of the participants had regularly used 
the Academic Success Center, and several had used the research help desk at the library. 
Other participants had accessed the Academic Learning Center for assistance with writing, 
study skills, and time management. Maria discussed faculty support as an important 
academic resource, “the instructors themselves are so approachable. Like, um, I really 
believe that everything that exists with UNBC, just want that. That they are there for 
students’ success, and I’ve tried to access them as much as I can.” Participants also used 
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UNBC resources for social support. Several participants cited the Women’s Center, Peer 
Support Network, Northern Undergraduate Society, and the Northern Pride Center. Bernice 
elaborated on the support provided by the Northern Pride Center:  
We are a resource and safe space for the LGBTQ+ community, so, we provide 
resources, so we have an educational library, and we also provide support 
and safety, because LGBTQ people are typically at higher risk of 
homelessness, depression, suicide, and murder.     
In contrast to the extensive use of campus resources, there were few examples of 
resources accessed within Prince George. Most of the participants indicated that they did not 
need to access resources in Prince George. Doug elaborated on the topic:  
I’m not too in depth with Prince George. My main life is I like to be at the 
university. I feel safe here, I study here, and I have no problem being here all 
day, because I have access to amenities here like the gym and, uh, showers. 
There’s food in the cafeteria, and my peers are here.  
The few participants who had accessed resources in Prince George indicated that they used 
recreational services such as the swimming pool. Lori had also accessed funding through the 
Prince George Friendship Center for expenses associated with her son’s recreational 
activities.   
Academic Perseverance. The participants’ description of their academic perseverance 
fell into three main categories. The majority of participants described their level of 
perseverance. Some participants described how they persevered. In a third category of 
responses, participants described how they had struggled with their perseverance. The 
majority of participants indicated that they strived to persevere in their courses. Several 
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participants described perseverance in terms of spending long hours on their course work. 
Sophie indicated that she would set goals, and then, persevere towards achieving them. Kathy 
described her approach as surges, to breaks, and back to surges. Sheila described a more 
detailed strategy for maintaining her perseverance:  
I think, for me, it’s time management. That’s what I need to focus on. It’s my 
biggest, I don’t know. How I get through, um, I mean, I wake up at four in the 
morning to do homework so I can spend time with my family at nighttime. 
Anyway, I feel it works for me.   
An interesting aspect of perseverance was the reasons participants gave for striving 
for it. Several of the participants were motivated to persevere by others. In Darlene’s case, 
her daughter was the source of motivation to persevere. For Sheldon, it was his observation 
that very few Aboriginal people enrolled in his academic discipline. He stated, “not, not, I 
can’t say nobody else, but not as much people are doing [this] even though we desperately 
need people in these areas.” Doug told a moving story for his motivation; he described one of 
his last interactions with his mother before she passed away: 
I, OK, I made a promise to my mother at my high school graduation, and that 
was like a huge success for me, because it, it was a tough go. I told my mom, 
“I promise you one more graduation,” and I was insinuating I would go to 
university and get a degree. 
While Doug and Darlene persevered for others, one participant sought out others to 
help her to persevere. Christina described how she would regularly reach out to her friends at 
the FNC, “I think, just, like, asking your friends to be, like, ‘tell me I can do this, or tell me to 
like just do it.’ Like, you know what, I just need a reason, one reason.” Several of the 
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participants identified pursuing academic success as an end in itself. Bernice provided the 
most powerful example of this, as she described:  
I was told, because of my disability, I was told I shouldn’t pursue trying to be 
an elementary education teacher, and shouldn’t bother taking the pre-reqs for 
that. So, I did all the high school pre-reqs and got my internship at the 
elementary school and really enjoyed that. So now I’m currently enrolled in 
the elementary prerequisites and trying to pursue that, even though I was told 
I should not do that.     
Four participants indicated that they had initially struggled with perseverance while 
attending university. Doug described the transition that he underwent:  
Oh, um, well I had to get over my false sense of pride. I had to really deeply 
understand the importance of me being respected and being here, and with 
that deep respect, it allowed me to really put my head down and work hard, 
because it is an honour to be back on these grounds.  
Jennifer also struggled to persevere, and would remind herself how far she had gone in her 
academic career. She stated, “I would persevere. I just wouldn’t give up. Like, there were 
times where I would get really frustrated, but I kind of take a minute to step back, uh, get 
back at it, back at ’er. Just giving up was never an option.” 
Adapting to a University Environment. Several categories of responses emerged 
when participants reported the reasons that helped them adapt to the UNBC campus. These 
categories included initial reactions to the campus, reasons for adapting, and factors that 
helped them adapt. Some of the participants described their initial introduction to UNBC as 
overwhelming. These participants came from smaller Aboriginal communities. As a result, 
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they had not had much experience with large institutions. Although three of the participants 
initially felt overwhelmed by the size and complexity of the UNBC campus, the rest of the 
participants were not overwhelmed. Some of the participants who were not overwhelmed 
explained that they had prior experience living in large cities, or had previously attended 
colleges or other universities before attending UNBC. Carla explained why the size of the 
UNBC campus had not intimidated her:  
Um, I grew up in several different foster homes, and so it’s been instilled in 
me, since I was younger, to be a lone wolf how you say. Moving to a city when 
I was 18 years old by myself has proven that. Also, I’ve lived all the way 
across Canada and done that by myself. So, having parents that weren’t 
always there for me, I’ve learned to do it myself in this world.  
The majority of the participants identified factors that helped them to adapt to the 
UNBC campus. Two participants identified the ongoing connection and camaraderie with 
other students. Christina indicated that these interactions made her feel included as a student: 
Finding those people in your classes, where you make a point of view, they go 
either,“yes I agree with you 100%,” or it’s, hmm, maybe even three options, 
I’m not sure maybe. Then there’s the ones who just can challenge you in a 
way that, “I don’t agree with you, but here’s my reason” and can contribute 
to an academic conversation.  
Sheldon described how the development of communication skills helped him adapt to 
UNBC:  
Um, like I said, when I was in my younger years, I was very solitary. I was 
very quiet and had a tough time talking to people. I loved to hear people 
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speak, but I had a tough time speaking for myself. Obviously that limited me in 
communications with people and [was] one of the bigger things, so when I 
started gaining my confidence and started being more opinionated about 
things and [I] started to talk about things. I still loved sitting in the back and, 
you know, listening to people talk, but when I see opportunity to talk, I will 
now. That’s the difference, so I definitely gained more confidence in 
communicating with people, and that’s what helped me really adapt to UNBC. 
Some participants highlighted the role of UNBC employees in assisting them to adapt 
to the campus. Frank credited UNBC staff and administrative personnel for helping him to 
adapt. He recalled his first impressions with UNBC, “um, I remember first coming here, and 
I was quite nervous, because it is a big place, and it was new, and everything’s shiny and new 
and, uh, especially coming from a reserve.” Doug and Darlene indicated that faculty support 
was a factor in helping them to adapt. Darlene commented on the role of faculty: 
Um, I think, like, the teachers have been, um, awesome. They’ve been super 
compensating, uh, have really been understanding and been very 
encouraging. Um, and so the teachers have definitely been something that has 
kept me here, and that has continually motivated me to keep coming back 
here, no matter what kind of hurdles I was going through in my life at the 
time. 
Relationships. Participants reported their relationships with faculty, their home 
community, their family and friends, and their involvement with campus support systems. 
Participants perceived general support; although, there was some variability regarding the 
sources of support. Most participants perceived positive relationships with faculty. 
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Participants said that their home community was supportive in terms of funding, 
encouragement, and providing cultural continuity. Most participants also felt supported by 
their families and friends, particularly their friends at UNBC. In addition, participants felt 
well supported by campus groups and services, and all of them highlighted the importance of 
the FNC.        
Support from Faculty. When asked to describe their relationships with faculty, most 
participants perceived support. Other participants, however, had not considered their 
relationships with faculty as close, and some participants discussed how they made efforts to 
improve their relationships with faculty. Although there was some variability, the majority of 
participants described how faculty fostered a supportive relationship with the students. 
Nineteen participants described having had positive relationships with faculty. An important 
factor in establishing close relationships was faculty availability. Some participants 
commented on amenable office hours, availability by email, an open door policy, and having 
access to professors after class. Kathy, who came to UNBC after first attending a larger 
university, commented:  
Um, I guess it’s just the volume of students too. Is much smaller than I was 
originally used to, because it was really difficult and a lot more intimidating 
to ask for help, um, when your classes had 300 people in them. So three out of 
my four classes have between three and five people in them here, so you kind 
of build a different relationship with your professors, and you feel like you can 
ask them questions more readily or come see them for help.  
One story from a participant struck me as poignant. Tina had transferred from another 
institution that she had attended for three years. After realizing that she was not getting the 
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education or attention that she felt was required to pursue her preferred career, she researched 
UNBC and enrolled. Within the first few days at UNBC, she sought out a professor in the 
program, and they discussed aspects of the curriculum that might be of interest to her. Tina 
described this interaction:  
I was talking to the professor afterwards, and, um, he, he asked me why in the 
world I would move from Victoria to Prince George, and I told him that I 
wanted to study glaciers, and he ended up, turns out, he was one of the 
glaciologists on campus, and, um, they were going on a field research trip the 
next day for the weekend, and he asked me if I wanted to come along. He gave 
up his spot on the helicopter for me, and by five o’clock the next morning, I 
was out with the research team flying into this glacier.      
A few participants indicated that during part of their experience at UNBC, they did 
not have close relationships with faculty. Jennifer, who later viewed the professors as very 
approachable, commented about her initial experience to UNBC: 
When I first moved here, I didn’t realize that [professors were approachable] 
and, so, I felt a lot of it was being scared of them. But they were 
understanding, and they’re open, and they, they push you to open your 
perspective to different things and guide you, basically.  
Frank, who initially had not had close relationships with his professors, suggested the reason 
was his pre-conceived ideas. When asked to elaborate on the source of his pre-conceived 
ideas, he stated, “hm, I’d say maybe in the beginning, in the beginning of my university 
career, it’d be both [his and his professors]. But as I, as I age and got more confident, I’ve 
just looked at professors as just people now.” Angie differentiated faculty support between 
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Aboriginal professors and non-Aboriginal professors. While Angie felt that most non-
Aboriginal professors tried to support her particular style of learning, she indicated that 
others were not as supportive:   
Um, you know because there’s, there’s just a whole style of learning that, you 
know, that was hard for me to understand, so you’re going, going to them or, 
you know, or communicating with them. It almost, and this was an assumption 
of course, but it almost felt like, you know, that was just a lot, or I don’t know. 
Some of them were really good about it, but some of them weren’t, I felt.  
Betty also commented about faculty support for her learning style:  
And then, um, not only did they help with the work, but, um, they tried to help 
me, um, in the best way that they can so that I can learn. I’m more of a 
practical learner so the, the theory behind it, I struggle with. And so I’ve, 
we’ve had to make adjustments, um, to how I would learn the material and on 
those one on one times. And so, it sometimes would become every week, 
“come see me so we can go over some stuff” and then being able to support 
me in terms of my mental and physical health.  
Four of the participants identified several First Nations Studies faculty members with 
whom they developed close relationships. Sophie remarked on how the nature of the First 
Nations Studies classes promoted these close relationships:  
Um, with the First Nations classes, I love it because it’s coming from the 
heart. The other academics, it’s coming from the books, right. So, the First 
Nations, it’s mostly first and hands-on. I love the hands-on learning.   
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Faculty members also played a larger role than classroom instruction and academic 
support. Sally talked about the emotional support she received from one professor, who then 
recommended that Sally visit a UNBC counselor. Tammy viewed a similar recommendation 
from her professor in a contrasting perspective, “um, in terms of, um, emotional or physical 
or mental support, I find that they kind of just pass that along to say, uh, the counseling or the 
health services.” Carla summarized up many of the participants’ perspective on faculty 
support:  
They’re always there to talk to if I need them. Um, if I’m having troubles, they 
can tell, and they will ask if everything’s “OK,” so they make sure of that. Uh, 
that’s about all I can say. They do their job, for sure, as teachers, motivators, 
um, leaders for us as students, for myself as a student. 
 Home Community Support. Two categories of responses emerged when participants 
reported home community support. Some participants, interpreted community as referring to 
the Band Council, while others perceived community as the people who lived there. A couple 
of participants perceived themselves not having a traditional Aboriginal community. Many of 
the participants perceived community support as coming from the Band Council. In some 
cases, the participants perceived the Band Council as supportive, and in other cases, they did 
not perceive the Band Council as supportive. Participants mainly perceived their Band 
Council as a source of financial support. However, there were inconsistencies in the financial 
support that the participants received. Inconsistencies in funding included access to living 
allowances, tuition coverage, and access to travel funds. Other participants received no Band 
Council funding, or only limited funding.  
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 In addition to financial assistance, three participants identified their Band Council’s 
education administrator as supportive. They described how their education administrator 
conducted regular ‘check-ins,’ and provided them with encouragement. The education 
administrators also served as a point of contact with the community, and organized yearly 
dinners for some of the participants. Education administrators also provided two of the 
participants with summer jobs in their home community. Darlene commented on the support 
she received from the Band Council’s education administrator, “they’ve actually been 
watching me very closely, and they actually want me to go back to the community and work 
three different positions.” 
Participants also perceived community support when they were included in cultural 
activities. Angie described how she felt supported when she was included in traditional 
spiritual practices, “I attend sweat lodge ceremonies, and I, I smudge, and it, it’s helped me 
extremely in really gaining to, you know my First Nation ways of life, probably been my 
main support.” Sheldon referred to the cultural support from community elders when he 
returned home during semester breaks. Sheldon described how he then synthesized the 
knowledge he gained from elders with mainstream academics:  
The sci, the science side explains how the thunder, those storms exist, how it 
accumulates, and how it does what it does. But the Thunderbirds explain why 
they’re doing that, so it explains why the science is doing that because of the 
Thunderbirds, and I believe that, you know, there was this connection there 
and, and that, kind of, inspires me to make more connections between my 
cultural knowledge and my academic knowledge. 
Betty also discussed how she felt culturally supported by her home community:  
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Um, we’ve just started to, uh, practice our cultural rights and traditions, and 
so, last year I got my first Native name, and so, I was pretty excited for that 
because I was still in university, but I made the trip home and participated in 
the potlatch.   
Two of the participants had not perceived themselves having an Aboriginal home 
community. Kathy had not lived in an Aboriginal community. However, she gravitated 
towards the cultural traditions of other students who were attending UNBC. She viewed the 
FNC as her Aboriginal community. Kathy stated, “um, I feel like that’s kind of filled in a big 
part of me that was missing, when I was growing up, where I was seeking that out, but it 
wasn’t really available.”     
Family Support. When asked how their family supported their university education, 
several categories emerged. These categories included family helping participants meet their 
tangible needs such as housing, finances, food, transportation, and childcare. Families also 
supported the participants in terms of emotional needs such as encouragement and 
maintaining social connections. Some of the participants also recognized the importance of 
family support when the students were facing the challenge of addiction issues. Two of the 
participants acknowledged receiving housing support during all, or part of, their time in 
university. For several of the participants, families also provided them with traditional foods. 
Barbara described the importance of this: 
Like, we grow the majority of our own vegetables. We harvest probably over a 
thousand pounds of potatoes every year and give it all away for free. So, 
through that, we get things in trade, and my grandfather always made sure 
that we have, yeah we have jars of fish. We have moose in the freezer. We 
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have elk in the freezer. Every time we go home, we come back with a trunk full 
of vegetables. So, they might not be able to kick in very much financially, but 
they make sure we’re taken care of. 
Several of the participants also indicated that family members provided transportation for 
them, both within the community of Prince George, and back and forth to their home 
community. For the participants who had children living with them, family members were 
also a key support in terms of childcare, particularly during mid-terms and practicum 
placements.  
Participants reported that family was an important source of emotional support, 
listening to their challenges, and helping them manage stress. Bernice commented that, at 
times, when she felt like giving up, her family would provide the support to continue in 
university. A source of support for a number of participants was the pride that family 
members had in them for attending university. Maria described the feedback she received 
from her father, “um, I know that, uh, I’ve heard from a couple of people that my dad brags 
about me and stuff like that. Uh, you know, just emotional support, yeah.” Angie commented 
on the support she received from her adoptive and biological parents:   
My biological father is very proud of me, and he is just, he is already into 
counseling as well. He’s the sweat lodge keeper, you know, on our reserve. 
He’s all for me being in school, and he’s there for me, you know, we 
communicate. And my birth mother, um, she’s just proud, she’s really proud, 
and she’s always, um, she always says to put my family, my sons first, and my 
education. She, she’s right up there with it.  
Doug also described an important motivational discussion he had with his mother: 
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Then my mother asked me, “what are your dreams?” And her voice, her 
words, she was actually saying, “when are you going to go back to school?” 
Or, “when are you going to do something with your life?” Just those 
criticisms in itself was supportive for me, to open my own eyes that, uh, like 
what are my dreams? What goals? Just those questions alone, um, really 
motivated me to look into myself, my interests and also what the Nation needs. 
In terms of family support, two participants brought up the topic of alcohol and drugs. 
Betty discussed her family’s pride in her accomplishment, “they’ve always been a support of 
everything I’ve done, but I think they’re particularly proud because I’ve persevered to finish 
and that I’m sober, as well.” Sheldon commented on the influence and support of his cousin:  
And she said she was actually inspired by me, but you know, I’m an 
Aboriginal person going to school, pursuing an education, and I don’t drink, 
do drugs, or anything like that, and she thought that was an amazing thing. 
Like, in my head, I’m just tucked away in a basement somewhere, you know, 
in the corner, and nobody really knows. I’m very faceless or something, but, 
actually, somebody recognized that I’m trying to do something.  
Support from Friends. Participants reported how their community friends and their 
friends from UNBC supported their university experience. Although there was a variety of 
responses, the participants generally perceived support from both community and university 
friends. Friends at UNBC were an important source of support for the participants. One 
consistent response was that the FNC was a focal point for fostering and maintaining 
university friendships. Darlene summed up her experiences with her UNBC friends:  
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Uh, they’re great. Like, we are all very supporting of each other, so when 
we’re going through things, we, well, would, it’s just nice just to have 
someone there for you and just to say hi. An ear to listen, that listens with, 
like, compassion and that is there, even if you just need a hug or, um, if, if 
you’re hungry, there’s someone always there that wants to feed you, or if you 
need a coffee or anything. So, it’s nice to just have somebody always there, 
and we all do that for each other.  
Darlene’s comment was consistent with the experiences of other participants, particularly in 
relation to a shared understanding of the student experience. Kathy described the support 
process she experienced:  
Um, my friends have been really important to me here, ah, especially 
providing emotional support and just, like, especially when it’s most of us are 
students. Um, we can kind of relate to the struggles that you go through on a 
daily basis, or, you know, feeling overwhelmed and just having a network of 
people. There’s always someone around to, to kind of debrief with or talk, talk 
things through, some things with and, um, yeah, especially through the First 
Nation Center.  
In addition to university friends, 12 of the participants reported that friends from their 
home communities were a significant source of support. Sheldon noted that friends from his 
traditional community were happy for him because he was able to get away from the reserve 
and attend university. Doug discussed how friends from his home community stopped asking 
him to join them in using alcohol and drugs when he visited his home community. Doug 
commented on their support for his academic goals:  
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They seen where I came from, and they seen where I’m at, and they relate to 
their own goals and their own determinance, and that is so empowering to me 
because I feel like an elder in training. They’re asking me for advice. They’re 
asking me for my wisdom. I tell them straight out that the only thing I can 
teach you, like, the only thing I know right now, why I’m leading to my own 
success is accountability. You learn about your accountability.  
Lori, in contrast, had the opposite experience regarding her friends when she visited her 
home community. Lori stated: 
So, I think, in some ways, they make it harder, and they also, they also make it 
hard for me too, because, like, I went home the other week, and they’re like, 
“you’re so, it seems like you, you, you just want to be better than us.” 
Sally wished that she had more contact with friends from home, but the distance did not 
allow for that, so she used social media to keep up on issues at home. Sophie commented 
that, because she had no family living locally, she relied on her university friends to fill the 
void, “so, they know I don’t have family here, so my friends here are my family, yeah.”  
Campus Support. Two categories of responses emerged when participants reported 
how the UNBC campus supported their university success. The main category was the FNC. 
A second category included a variety of resources including the Women’s Center, student 
clubs, Access Resource Center, library, Pride Center, Peer Support Network, Wellness 
Center, and counseling services. The participants cited the FNC as their primary campus 
support system. Maria summarized the support that the FNC offered the students:  
We have a real mix of people with First Nations, like, whether they’re urban, 
or they’re from other areas and have never been exposed to the potlatch 
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system, and non-Aboriginal people who all come together to learn more about 
that and to experience that.   
For Sally, her introduction to the FNC was a key moment in her UNBC experience: “once I 
realized the potential of that space, it changed my whole university career.” However, some 
participants discussed how recent changes to the FNC staff affected them. Angie was visibly 
upset when she commented on the changes to the FNC:  
Um, it’s gone through change since I’ve been here. You know, uh, there were 
amazing people in the FNC when I first got here. And now, just recently, 
within the past year, they made changes, and that really affected me and a lot 
of my friends who go there and use that resource. So thank goodness that we 
had each other to go through that big change with, because it was so much to 
handle. It felt like a lot of our supports were pulled from us and, like, we were 
left with nothing.  
Doug noticed similar changes at the FNC, as well as some other changes at the university. 
Doug offered this suggestion to foster institutional unity:  
I don’t want to limit just to the FNC. My goal with this men’s group that I 
want to start is I want to be able to link the peer support network with the 
FNC, with the Wellness Center, with the elders, with non-Indigenous students 
and Indigenous students alike and international students, but also with the 
administration. I find there is a huge disconnect right now, especially how, uh, 
the university’s situation with the PSN and Elders Room, or the FNC. It’s 
pretty much connected, but there’s a discontinuity between the two programs, 
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and I want to bridge that gap again that once made the FNC a flourishing 
place for students to connect. 
  In addition to the FNC, participants identified a number of other UNBC 
organizations, clubs, and services that made them comfortable. Three participants identified 
the Women’s Center as a resource that made them feel welcome to the campus. Darlene 
discussed her experience with the Women’s Center:  
Um, that has been awesome because it, uh, is for all women, so you get, like, a 
great diversity of women from all departments, ethnicities, everything. We just 
sit down, and we just talk about, um, contemporary issues, and sometimes it 
can get really, like, emotionally charged, and then there’s like a smudge room 
right beside it.  
Carla and Doug indicated that the Wellness Center was a welcoming aspect of UNBC. Tina 
identified her initial campus orientation as welcoming, and later how she felt supported by 
the various student clubs. For the participants who sought out these groups and clubs, there 
was a feeling of inclusiveness and warmth to how these groups welcomed students. Christina 
described her perceptions:  
I’ve gone to all places. I’ve never felt excluded and yeah. I don’t know, most 
places you walk into there’s usually a friendly face asking if you need help or 
asking questions about you and it’s just like, it’s very open and I feel un-
judged in all places and I think that’s a good atmosphere. 
One participant however, discussed her perception of the lack of understanding between 
university groups and Aboriginal students. Betty stated:  
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Because I feel that there’s some, uh, disconnect in terms of some certain 
support that I think could be a better presence, in terms of First Nations 
people—not only participating, um, their support in terms of Natives Peoples’ 
presence here in the community.  
Betty was also involved with the undergraduate society and noted her perception that there 
was a lack of knowledge of First Nations issues:   
If they are not a part of that, then there’s this misunderstanding or ignorance, 
um, that I feel that there is around here, in terms of addressing the issues. Um, 
addressing respect for First Nation people, addressing that, um, one of the 
mottos of UNBC is En Cha Khuna. Addressing respect for everybody, and I 
just feel like that, that is kind of missing in something, in some major 
departments. 
Goal Values. Participants reported the values that motivated them to succeed at 
university. They also described how earning a university degree would allow them to reach 
their goals, earn a good income, live a meaningful life, and to give back to society. The main 
findings were that personal and community goals influenced participants to succeed in 
university. Most of the participants believed a university education promoted personal 
growth, and that self-growth was a pre-requisite to helping their home community. A number 
of participants cited financial stability: however, most indicated that it was minimal in 
comparison to their desire to improve the well-being of their home communities. Most of the 
participants felt that a degree could help them live a meaningful life and give back to society. 
The majority of participants also discussed becoming a role model and providing services to 
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the Aboriginal community. Some participants valued the prospect of improving the dialogue 
between the Aboriginal community and the rest of Canada. 
  Personal and Community Goals. When asked whether personal goals, community 
goals, or both had influenced their university success, almost every participant stated that 
both were important to them, and that they perceived personal and community goals as 
interconnected. A number of participants described their personal development as a major 
reason for attending university. Some participants also viewed personal development as an 
integral component to being able to provide services to their home community. Some of the 
participants also identified how they would like to help improve the well-being of the general 
Aboriginal community. Some participants discussed the importance of learning new life-
skills and gaining knowledge in university. However, for others, attending university had a 
deeper meaning for them: self-growth and to achieve personal change. Kathy discussed the 
process for her:  
I think it’s a combination of both, because I really strongly believe that, in 
order to make a difference, you have to start with yourself first and change 
small things about your own lifestyle and about yourself, um, in order to 
create change, um, outwardly about yourself.  
Carla described her reasons for attending university as a form of self-care:  
So personally, I just want to have a better life. Going through university and 
learning all of these new things is, kind of, a form of counseling for my dark 
past and, um, from what I have experienced in my life. I don’t, I would like to 
inspire others and make them realize they can make it in this world like I 
have, even with horrible things that have happened.  
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In acknowledging the relationship between personal and community goals, Bernice 
stated:  
I would say it’s kind of like a balance of both. It’s like, I think, um, you have 
your personal goals, but can’t do it without the community, so you need to 
support your community, and you’ll get that support back, I find. I see it kind 
of like a circular thing, connectedness.    
 In addition to personal growth, many of the participants identified the goal of 
returning to their home communities, becoming an inspiration for others, and applying the 
knowledge they learned in university. Barbara described the need for Aboriginal success 
stories to be more visible in Aboriginal communities: 
And like I mentioned before, there’s a lot of people who go through post-sec 
and graduate and don’t end up coming back to the reserve, and, you know, 
it’s, it’s so important to have, uh, our success stories come back to inspire 
others to, to push them into education, to kind of be that example.  
Four participants indicated that, if they were able to help just one person, they would be 
making a significant difference. Tammy stated:  
I feel it will empower me as a person and being on the path towards a good 
life and, um, broadening my range of having the quality of life and bringing 
that back into my community. Even just that one person can change the whole 
outlook and the whole positivity of the community being an Aboriginal 
community or non-Aboriginal community.  
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A number of the participants identified a lack of services in their home community, 
particularly in the area of mental health. Maria discussed a personal experience that 
motivated her to go to university:   
When I was growing up there, mental-health services were non-existent, and, 
um, and, um, my sister was diagnosed as a schizophrenic and didn’t even 
know what that word meant, and there was no services in (redacted) and the 
closest family support services was Friends and Family of the Schizophrenia, 
and we’d have to go an hour away.    
 Future Goals. When asked how attaining a university degree would help them 
achieve their future goals, two categories emerged, including reaching their career goals and 
providing services to their traditional communities. For some participants, achieving their 
bachelor’s degree would allow them to progress onto graduate studies. Several of the 
participants discussed improving their financial situation. A few participants identified 
personal reasons for earning a university degree. Several of the participants indicated that 
they had a preferred career, and that attaining a degree would allow them to work in that 
career field.  
Some participants viewed earning a university degree as the first step in attaining a 
graduate degree. Five of the participants had career goals that required achieving a graduate 
degree including social work, psychology, and medicine. A number of the participants 
indicated that they wanted a better financial future for themselves and their family. Although 
those participants identified a financial incentive for completing a degree, they had not spent 
much time discussing it. Most suggested that it would be good to earn more money than what 
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they had earned in the past. Sophie even identified what she wanted, “I wanna have my own 
house–my own house–my own car. I’m tired of being broke.”  
 Some of the participants identified personal reasons for attaining a university degree. 
Betty made a prolific statement about this, “yeah, you know, besides the, whatever letters 
come after my last name, you know, it’s just this personal achievement that shows that I did 
it as a First Nations woman.” Doug talked about how earning a degree might have a positive 
effect on others, “getting a university degree is fine and dandy, but my goal, have my 
children complete a degree, having my brothers and sisters complete a degree or trade.” 
Christina described a strong aspiration to work in the field of mental health: 
I want to be a counselor so bad. I don’t know, just different things about life, 
in general, needs to be talked about in a healthy way, and, like, I don’t know, 
there’s just so many different ways to approach a situation, and again, I think 
the most important is to be truthful to you and your ancestry. 
Financial Security. When asked how the prospect of earning a good income had 
influenced them to continue in university, twelve of the participants cited it as a factor in 
getting a university education. However, the responses ranged in importance. The remainder 
of the participants indicated that earning a good income had little influence, and in a few 
cases, they believed that their chosen career goals were not associated with high incomes. For 
12 participants, a good income was an important factor in pursuing a university education. 
Several of the participants stated that earning a university degree was a means to a potential 
job opportunity that would allow for financial security. Tina explained that financial stability 
was important because her parents had not had a regular source of income. Bernice worked 
four part-time jobs to fund her university education and viewed a university degree as a path 
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to financial security. Several of the participants discussed working minimum wage jobs 
before, and while attending university. Sybil described her experience working for minimum 
wage: 
I worked sometimes overtime, and I was barely able to make enough to cover 
my rent and groceries. Like, um, it’s, it’s not something I wish upon anybody, 
and I certainly don’t wish for my kids to have to, to have to live like that.  
Betty nicely summarized the perspective of a number of other participants who viewed a 
good income as important however, was not the primary motivation to succeed in university: 
You know, its one thing to get your bachelor’s but then find a career path that 
is suited to it, but there is also the appeal of the master’s which come with a 
higher income. It’s like, wow, the appeal of money. Um, it’s nice, the thought 
of money after you’ve been poor so long as a student, even though there’s 
some Band funding. Um, so I’d say that it plays a role, but it’s not the overall 
reason why I do what I do. 
Although a positive financial future was a factor for a number of the participants, 
several participants indicated that a future good income was not important in pursuing a 
university education. Rather, the participants indicated that working to improve conditions in 
their home communities was the primary influence to continue at university. Doug elaborated 
on how his perception of wealth had changed during his time in university:  
Well, a good income, that can be viewed in different ways now for me. Prior, 
it was just the economic strength that I established, but now I kind of see 
wealth differently through tradition, and, uh, being able to walk traditional as 
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well. It encourages me to get an education at the university because I am 
walking a line between, you know, Indigenous society and Canadian society. 
Several of the participants suggested that their academic fields would lead to 
employment in which salaries might not be lucrative. Jennifer described her future goals and 
resigned herself to the reality that she might not earn a good living from it: 
I realized that wasn’t, um, it’s not what I wanted. It’s not what fulfilled, like, 
my personal needs, like, I don’t know if that sounds weird. But I just realized 
that there’s so many people back home that are going without food or they 
[are] just living in immense poverty, and I wanted, and just so, how 
normalized such issues are and how nobody’s doing anything about it and 
how nobody cares. So, I wanted to just, I just, to alleviate those problems and 
just realize that there’s, like, no money in doing that because you’re giving 
rather than taking.    
Personal Growth. When participants reported how earning a university degree would 
allow them to live a meaningful life, there were some interesting responses. A few 
participants were annoyed with the question and suggested that earning a university degree 
would not necessarily lead to a meaningful life. For them, university was more about the 
academic journey, and learning about the world and themselves. Some participants said that 
earning a degree would allow them to work in their home communities and help improve 
social conditions. Two participants indicated that living a meaningful life meant being an 
inspiration and role model to their families. Four participants viewed a meaningful life as 
contributing to improved relationships between Aboriginal people and non-Aboriginal 
people. 
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Several of the participants interpreted this question as suggesting that one needed to 
have a university degree to live a meaningful life, and they had not agreed with that 
assumption. Frank, however, agreed that attaining a degree could lead to a job in his 
community, and that would contribute to a meaningful life. Maria felt that she had been 
living a meaningful life prior to university when she was working in the field of mental 
health. However, Maria did think that earning a degree would allow her to provide a higher 
level of mental health services in her home community. Some participants defined a 
meaningful life as a process of personal growth. Betty discussed this goal: 
So, um, it’s really meaningful to me because, um, education is the key to, um, I 
believe to success, but what is in education that provides that key. And I think 
it is not just what you learn, but also the personal growth that comes with it. 
Sheila was one of the participants who had not had much experience with her Aboriginal 
culture prior to attending UNBC. She suggested that part of her personal growth while 
attending UNBC was learning more about her Aboriginal culture, “but since being 
knowledgeable about the history and the background of everything like that, I really feel 
empowered by my background.” Sheldon described living a meaningful life in terms of 
broadening his worldview, developing better communication skills, and better understanding 
the perspectives and opinions of others. Sally viewed her university experience as already 
having contributed to a meaningful life by changing her views on society and by allowing her 
to understand her family’s social history. The majority of participants viewed living a 
meaningful life as making a significant and meaningful contribution to their home 
community. Doug stated: 
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I have so many friends, so many family members, and even people, like that I 
met in care who passed away due to drugs and alcohol, due to the drug trade, 
due to accidental deaths, suicides, you know, and that’s another value I really 
appreciate, is life itself. It’s a gift to be here.  
Angie summarized it well when she described that a degree would allow her to “walk 
alongside people in life who need the support, you know, with where, wherever I’ll be. 
That’s the point for me to be able to have that piece of paper on the wall to be able to allow 
me to do that.” Lori elaborated on this aspiration to help others: 
Um, well, I think the more, the more I, um, read about different leaders and 
chiefs and stuff like that; it’s the people that actually changed things for the 
better. And I think, um, UNBC will give me a bit of help in learning how to do 
that better, and, uh, yeah. I think it would be about, uh, teaching the younger 
people, uh, changing the, the outcomes of different community projects that 
are measurable.  
Other participants viewed a meaningful life as having a positive impact on society. 
Christina aspired to influence society by helping to close the gap in health outcomes between 
Aboriginal communities and the rest of Canada. Sybil spoke about challenging colonization 
and bridging the communication gap between Aboriginal people in Canada and non-
Aboriginal Canadians. 
Contribution to Society. When asked how earning a university degree would allow 
them to give back to society, the participants responded specifically in terms of their goals. In 
addition, some of the participants identified aspirations that intended to make significant 
contributions to their areas of interest. Several participants aspired to bring Aboriginal 
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Peoples closer to the rest of Canada. Betty suggested that her experiences at UNBC had 
allowed for a deeper self-understanding. She wanted to help other Aboriginal people 
understand Western worldviews and to help bridge the two worldviews through a mutual 
understanding of each other’s cultures. Doug wanted to improve the well-being of Aboriginal 
communities by addressing their fundamental role in Canadian society. Doug stated, “I want 
to reestablish a reciprocal relationship with the government of Canada.”  
Another category of responses focused on goals to improve Aboriginal health 
outcomes. Darlene wanted to become a researcher and work to improve Aboriginal health, 
with a focus on children. Christina discussed her goal of Indigenizing counseling. Sheila 
wanted to focus on Aboriginal health by addressing the effects that colonization has had on 
substance abuse. Another category of responses focused on the environment. Lori’s goal was 
to document how her First Nation was addressing the challenges of resource management. 
Sheldon aspired to develop methods of sustainable resource management, and Sally wanted 
to become an environmental researcher with a specific focus on protecting Aboriginal 
traditional territories. Kathy discussed her aspiration of developing an environmental 
education program, which would focus more on experiential learning and less on the 
academic approach she experienced in university. Barbara wanted to study environmental 
law and work as an advocate, possibly working at the national level to help improve 
Aboriginal communities. The results of the interviews were rich and detailed, and provided 
insight into the complex experiences and motivation of the participants during their time at 
UNBC. The other area of interest for this research was whether cultural orientation played a 
role in those experiences.   
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Acculturation Questionnaire 
For the modified version of the NAAS used in this study, the alpha co-efficient was 
.84. There were significant differences between the two groups on nine of the acculturation 
items. There were significant differences on four of the cultural identity sub-group items. For 
self-identity, a significant difference was found between the LA group (M = 1.3, SD = 4.8) 
and MA group (M = 2.3, SD = .32), Z = -2.25, p = .031, with participants in the LA group 
much more likely to identify themselves as Aboriginal Canadian, or Aboriginal Canadian 
with some non-Aboriginal ancestry. There was also a significant difference for participant 
father’s identity. The LA group (M = 1.2, SD = .42) significantly differed from the MA group 
(M = 3.4, SD = 1.89), Z = -2.59, p = .011, with LA participants more likely to identify their 
fathers as Aboriginal Canadian, or Aboriginal Canadian with some non-Aboriginal ancestry. 
There was also a significant difference on self-rating of identity. Participants in the LA group 
(M = 1.6, SD = .84) were significantly more likely to rate themselves as very Aboriginal or 
mostly Aboriginal compared to the MA group (M = 2.6, SD = .52), Z = -2.57, p = .015, who 
were more likely to rate themselves as bi-cultural. Lastly, there was a significant difference 
found for participation in Aboriginal culture and ceremonies. The LA group (M = 1.7, SD = 
.67) significantly differed from the MA group (M = 2.9, SD = .74), Z = -.295, p = .004, with 
the LA participants significantly more likely to participate in cultural ceremonies and 
traditions. There was no difference for mother’s cultural identification, and there was no 
difference for the amount of pride that the acculturation groups had in their Aboriginal 
culture and identity.  
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Correlation analysis found a significant positive correlation between self-
identification and mother’s identification, r(18) = .528, p < .05, and between self-
identification and father’s identification, r(18) = .638, p < .01.  
 Three of the five items in the language sub-group were significantly different. 
Participants in the LA group (M = 3.8, SD = 1.03) were significantly more likely to think in 
their traditional language compared to the MA participants (M = 4.8, SD = .42), Z = -2.68,    
p = .01. The LA group (M = 4.0, SD = .67) was significantly more likely to be able to read 
their traditional language compared to the MA group (M = 4.8, SD = .42), Z = - 2.68, p = 
.015. The LA group (M = 4.1, SD = .57) was also significantly more likely to be able to write 
their traditional language compared to the MA group (M = 4.9, SD = .32), Z = -3.06, p = 
.005. There were no significant differences between the groups on the types of languages 
they could speak, or their preference for speaking their traditional language or English.  
Correlation analysis found significant positive correlations for language preference 
and languages that participants could think in, r(18) = .501, p < .05, language preference and 
languages participants could read, r(18) = .599, p < .01, and language preference and 
languages that participants could write, r(18) = .582, p < .01. Significant positive correlations 
were found for languages that participants could think in and read, r(18) = .804, p < .001, and 
for languages that participants could think in and write, r(18) = .657, p < .01. The strongest 
correlation in the language sub-group items was for languages participants could read and 
languages they could write, r(18) = .892, p < .001.  
In respect to the sub-group of social network items, there were two significant 
findings. Participants in the LA group (M = 2.5, SD = .71) were significantly more likely to 
have Aboriginal or mostly Aboriginal friends when the participants were aged six to eighteen 
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compared to the MA group (M = 3.6, SD = .52), Z = -2.97, p = .004. The LA group (M = 2.2, 
SD = .63) was also significantly more likely to have current friends that were Aboriginal or 
mostly Aboriginal compared to the MA group (M = 3.0, SD = .47), Z = -2.72, p = .013. There 
was no significant difference found for the ethnicity of friends up to age six. 
Correlation analysis found a significant positive correlation for ethnicity of friends 
between six and eighteen years of age, and ethnicity of current friends, r(18) = .693, p < .001. 
The ethnicity of friends up to age six was not significantly related to the other social network 
sub-group items.   
In the lifestyle sub-group items, there were no significant differences between the 
acculturation groups. The groups had not significantly differed on preference for music, TV 
and movies, or for food.  
Correlation analysis found that preference for certain kinds of food was positively 
associated with preference for TV and movies, r(18) = .498, p < .05. Preference for type of 
music was not significantly correlated with preference for food or preference for TV and 
movies. 
Lastly, the acculturation groups had not significantly differed in their history of 
residence or the amount of contact that they had with Aboriginal communities (see Appendix 
I for summary of statistical analysis of group differences on the acculturation questionnaire 
items). 
Correlation analysis found a significant positive correlation between history of 
residence and amount of contact with Aboriginal communities, r(18) = .674, p < .001. See 
Table 5 for acculturation questionnaire inter-item correlation matrix.  
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 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 
1. Language.  
Spoken 
-                   
2. Language 
Prefer 
.407          -                  
3. Self ID 
 
.455* .363          -                 
4. Mothers  
ID 
.177 .240 .528*          -                
5. Fathers  
ID 
.454* .175 .638** -.027         -               
6. Friends to       
age 6 
-.072 -.041 .202 .061 .162         -              
7. Friends       
6-18 
-.006 .347 .415 .442 .208 .343         -             
8. Friends 
Currently 
.212 .208 .439 .208 .415 .161 .693**         -            
9. Music 
Preference 
-.091 .131 -.238 -.177 -.159 -.018 -.181 -.212         -           
10. Media 
Prefer 
.493* .482* .171 .006 .370 .070 .000 .038 .233                     
- 
         
11. Where 
Raised 
-.282 -.139 .285 .316 -.010 .707** .688** .349 -.282 -305          -         
12. Comm. 
Contact 
-.008 .018 .390 .518* .032 .699** .330 .046 -.147 .147 .674**         -        
13. Food  
Prefer 
.436 .216 .178 -.047 .440 .270 .098 .394 .048 .498* -.057 .175         -       
14. Lang. 
Think In 
.078 .501* .431 .331 .202 .406 .255 .201 .034 .224 .202 .402 .222         -      
15. Lang.   
Read In 
.242 .599** .374 .311 .203 .376 .244 .136 .212 .640** .050 .417 .332 .804**         -     
16. Lang.  
Write In 
.255 .582** .273 .259 .347 .301 .263 .255 .085 .734** -.028 .325 .524* .657** .892**         -    
17. Pride in 
Culture 
.201 .115 .243 .401 .278 .089 .124 .113 .050 .400 .000 .250 .275 .111 .075 .211         -   
18. Self    
Rating 
-.012 -.064 .415 .258 .367 .450* .591** .526* -
.472* 
-.121 .577** .222 .025 .428 .200 .203 .090         -  
19. Culture 
Particip. 
.078 .246 .611** .629** .397 .307 .463** .536** -.078 .189 .275 .444* .451* .630** .553* .563** .389 .428        - 
Table 5. Pearson Inter-Correlations for Acculturation Questionnaire Items  
*p < .05. **p < .01, two tailed 
 
143 
 
Participant Feedback Survey 
 Five participants responded to the participant feedback survey. I have presented each 
of the four main findings along with an average participant rating of their agreement with the 
findings. Some participants also provided written comments, and where applicable, I have 
presented them. 
 For the first main finding, participants were motivated to succeed in university with 
the goal of returning home and contributing to improved community well-being. Examples 
included working at the community level such as providing health care, or serving as 
environmental stewards. Other participants perceived an incompatibility between the 
worldviews of Western mainstream society and Aboriginal Peoples, and they aspired to 
bridge this gap. Examples included increased Indigenous inclusion in the education system, 
Indigenizing health care, and bridging the cultural communication gap between Aboriginal 
and Western cultures. The average score for the first main finding was 9.5 out of 10. One 
participant focused on bridging the communication gap. She commented positively about her 
professors who made an effort to understand Aboriginal issues such as the residential schools 
and the 60’s scoop. She also suggested that there could be an increase in Aboriginal content 
in the UNBC business program.   
For the second main finding, participants were motivated by a desire for self-
actualization or self-growth, which they perceived as necessary for them to help improve 
well-being in their home communities. Some of the participants described self-growth in 
terms of increasing their self-knowledge, understanding others, expanding their knowledge of 
other cultures, and better understanding the physical, mental, emotional and spiritual aspects 
of the self. Many participants felt that a university experience would provide an opportunity 
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towards self-actualization. The average score for the second main finding was 9 out of 10. 
One participant commented, “many of the courses allowed for the exploration of themes that 
I am passionate in. It is not only that I would like to self-actualize, I have been able to teach 
my community this as well.”  
For the third main finding, participants reported multiple supports that helped them 
succeed in university. Family support included helping with expenses, babysitting, 
transportation, provision of traditional foods, and emotional support. Community support 
included Band funding, elder support through traditional practices, and encouragement and 
social support from Band Council personnel and friends. Participants who did not receive 
community support beyond financial assistance, felt let down by the community. Participants 
felt that UNBC was a main contributor to student success. The FNC was a central factor in 
social support, encouragement, and accessing university resources. Faculty also played an 
important role in academic and emotional support, and for the most part, respected the 
participants, their interests, and their Aboriginal worldview. The average score for the third 
main finding was 8 out of 10. While one participant agreed that the FNC provided support in 
some areas, she felt let down by not being able to access a tutor through the FNC. This 
participant also suggested that UNBC could establish more connections with Aboriginal 
resource agencies in Prince George to assist students with housing options. Another 
participant provided the following comments about the FNC:  
The undertaking in going to post-secondary and succeeding is a collective 
endeavor. I did a course in “Evaluation in Social Programs” and did my 
evaluation on the First Nations Centre; the findings were that it was not so 
much the programs at the First Nation Centre but the support from other First 
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Nations students who congregated at the Centre. The most helpful program 
was the Elders Program. 
For the fourth main finding, autonomy was well supported during the participants’ 
university experience. They made their own choice to attend university, most often based on 
the desire to contribute to their home community, an opportunity for self-growth, and for a 
future with financial stability. Participants also chose which university to attend, often 
because of the closer proximity to their home community, and that programs matched their 
interests. Participants chose which academic disciplines to pursue, and in some cases 
switched to disciplines that were more consistent with their interests. Some participants 
indicated that taking courses in the First Nations Studies program, which enhanced their 
awareness of the challenges that Aboriginal Peoples face, strengthened their motivation to 
succeed at university. The average score for the fourth main finding was 8.6 out of 10. One 
participant provided the following comment, “taking First Nations at the same time [as 
courses in other disciplines] helped me to integrate First Nations philosophy with a Western 
approach and ideology.” Another participant, while she agreed generally with the findings, 
focused on the courses that she took in the First Nations Studies program. In her opinion, 
more Aboriginal faculty and elders could be included in the First Nations Studies program.  
Summary. The average score for all four main findings was 8.8 out of 10. The high 
average rating of agreement may indicate two things. First, it could indicate that the 
perceptions of the subset may be representative of the entire sample. Second, the high ratings 
of agreement may suggest that the participants perceived the findings to be a valid 
representation of their experience in university. In one case, the participant commented that 
she thought that the findings represented her experiences. However, I did not randomly 
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choose the sub-sample. Therefore, because the sub-sample consisted of those willing to 
complete the feedback survey, it may have resulted in a self-selection bias of participants 
who were more likely to agree with the findings. Alternatively, the wording of the interview 
questions may have resulted in a similar response pattern among the participants. I have 
presented a more thorough reflection of the participant feedback in the Discussion section.  
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CHAPTER 5 
Discussion 
In this chapter, I first discuss the four main qualitative findings and highlight some 
key differences between the acculturation groups. Second, I discuss the descriptive analysis 
of the demographic variables. Third, I discuss the statistical findings of the demographic data 
and acculturation groups. Fourth, I discuss significant and non-significant findings between 
acculturation groups for the acculturation sub-group items as well as related correlation 
findings. Fifth, I discuss the findings of the participation feedback data. Last, I discuss 
limitations of the current research. 
In-Depth Interviews   
Serving the Aboriginal Community. The interview data indicate that a collectivistic 
value system is a key motivational factor for Aboriginal students to succeed at university. 
The participants were more motivated to improve the well-being of the Aboriginal 
community, and less motivated by their own interests. The majority of participants wanted to 
work in their home Aboriginal community, to provide health care, or to serve as 
environmental stewards. Some participants viewed Aboriginal enclaves within urban centers 
as an Aboriginal community. These participants wanted to provide culturally competent 
services to this community. Other participants perceived an incompatibility between the 
worldviews of Western society and Aboriginal Peoples, and they aspired to bridge this gap.  
The most important reason that participants gave for completing a university 
education was to provide services to the Aboriginal community. This finding is consistent 
with Levesque and Li (2014) who found a relationship between collectivistic values in 
Aboriginal Peoples, and improving Aboriginal community well-being. The main reason 
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participants wanted to return to their own Aboriginal community after graduation was to fill a 
perceived gap in services. Some participants wanted to be health care providers, for example, 
as physicians, nurses, and mental health practitioners. Other participants focused on the 
traditional territories of Aboriginal Peoples. They were interested in protecting the 
environment, such as forests and glaciers. For one participant, the motivation was to 
document the historical land use by her people.  
Another group of participants desires to affect the Aboriginal community through a 
wider mechanism. These participants believed that there was a disconnection between the 
worldviews of Aboriginal Peoples and that of mainstream Canadian society. Furthermore, 
they believed that this divide has contributed to a lack of well-being in Aboriginal Peoples. 
As a result, they wished to bridge the gap between the cultures. Several of the participants 
wanted to emphasize Indigenous knowledge within the post-secondary education system by 
promoting Aboriginal-based curricula and by developing environmental-based experiential 
science programs. These findings are consistent with previous research that found Western-
based curricula were not inclusive of Indigenous ways of knowing (Longboat, 2008), and 
that mainstream teaching practices were not consistent with Aboriginal worldviews (Pidgeon, 
2008). Along with education reform, some participants wanted to influence a paradigm shift 
in therapeutic counseling. One participant wanted to attain a PhD, partly because she aspired 
to develop Indigenized-counseling services. Several other participants viewed a university 
education as a means to bridge the cultural gap between Aboriginal people and non-
Aboriginals. These participants believed that they could help create a deeper dialogue 
between Aboriginal and non-Aboriginals resulting in a mutual understanding and respect for 
each other’s cultures leading to a more harmonious society in Canada.  
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The desire to serve their home Aboriginal community or the broader Aboriginal 
community is consistent with concepts found in motivational theories. First, the participants 
indicated that they chose academic disciplines that intrinsically interested them. This finding 
is consistent with the prediction of SDT that pursuing intrinsically interesting activities 
increased motivation (Deci & Ryan, 1985). Second, the participants were motivated to fill 
gaps in community services. This motivation indicates an extrinsic goal drive. Although they 
aspired to achieve a community-oriented extrinsic goal, the data indicate that they internalize 
the value of that extrinsic goal. This finding is consistent with previous SDT-based research 
that found internalized extrinsic goal values were predictive of a high motivation to succeed 
(Vansteenkiste et al., 2004). This finding is also consistent with Maslow’s (1954) Hierarchy 
of Needs in which individuals aspired to contribute socially to fulfill their esteem needs. In 
return, the community reciprocated by recognizing their efforts. McLelland’s (1965) 
Acquired Needs Theory is also helpful for interpreting these findings. The participants, 
through experience, understood the gaps in services to the Aboriginal community. Through 
their knowledge of cultural expectations, they understood their role in achieving collective 
goals to improve community well-being.  
Self-Actualization. The interview data indicate that Aboriginal students attend 
university to achieve self-growth, which they perceive as necessary to contribute to 
Aboriginal well-being. This finding is unique to the present study. The literature has not 
reported self-growth as a motivating factor for Aboriginal people to attend university, or as a 
prerequisite to improve conditions in their home community. Although not specifically 
reported in the retention literature, previous research identified that striving for self-growth 
was an integral aspect of knowledge development in Aboriginal populations. Hoffman (2013) 
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suggested that Aboriginal people strived to balance the physical, mental, emotional, and 
spiritual components of the self. Furthermore, a balance of knowledge corresponding to each 
self-dimension allowed Aboriginal individuals to develop the capacity for understanding the 
complex human experience (Hoffman, 2013). Although the majority of participants had not 
specifically identified balancing these four components as part of their self-growth, the data 
did indicate that they are interested in better understanding themselves. The participants 
believed that university was a place to cultivate a better understanding of themselves and 
others, which they believed would help them progress towards self-actualization. Some of the 
participants described self-growth in terms of increasing their self-knowledge, understanding 
others, and expanding their knowledge of other cultures. A self-actualized person can make 
the best contribution towards improving the well-being of an Aboriginal community.  
Although SDT acknowledged self-growth as an outcome of fulfilling motivational 
needs (Deci & Ryan, 2002), SDT has not emphasized self-growth as a motivation unto itself. 
The findings of this research contradict the SDT-based premise that psychological-based 
motivational factors were limited to three dimensions. In the current research, it was evident 
that participants strove for self-growth as a motivational need. While the participants 
recognized that they had come a long way, they realized that a higher level of self-growth 
was out there in some ethereal sense. For the participants, the journey towards self-
actualization was not an individual journey. It was a journey assisted by family, peers, and 
faculty. The participants perceived that their progression toward self-actualization 
interconnected them with others, and more importantly, in the service of others.  
Support for Academic Success. The interview data indicate that a multi-level 
support network is necessary for Aboriginal students to overcome academic challenges to 
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succeed in university. The participants received various supports from their home 
community, as well as from the university. Many of the participants were motivated to earn a 
degree to return home to support community well-being. In return, the community 
reciprocated by providing various supports to help the students achieve their goals. For 
example, most of the participants received some Band funding. In addition to Band funding, 
some of the participants received encouragement and social support from Band Council 
personnel. This support made them feel valued by the community. In contrast, the 
participants who had not received Band Council support beyond financial assistance 
expressed their disappointment, and they felt let down by the community.   
Participants also received community support from their families, friends, and elders. 
Families provided important material support such as helping with expenses, babysitting, 
transportation, and provided traditional foods that otherwise the participants would not have 
been able to access. Families, as well as community friends, also provided encouragement 
and emotional support. These findings are consistent with previous research that found 
family and friend support were contributing factors to Aboriginal student success (Guiffrida 
et al., 2008).  
The findings of the present study are also consistent with previous research that found 
inclusion in traditional cultural practices helped to ground students and promoted persistence 
in their studies (Jackson et al., 2003). Some of the participants had received cultural support 
through activities offered at the FNC. Other participants took part in cultural activities when 
they returned home between semesters. They said that they now took a greater interest in 
their cultural traditions since attending university. This finding is consistent with previous 
research that found some Aboriginal students had connected to their cultural identity through 
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exposure to Aboriginal-based curricula (Montgomery et al., 2000). The participants who 
received cultural support felt proud that their community acknowledged them from a 
traditional perspective. 
In addition to community support, the participants perceived that UNBC support 
systems were a main contributor to their success. Past research found that the complex nature 
of a new and large university environment overwhelmed some Aboriginal students 
(Montgomery et al., 2000). Some of the participants in the present study reported a similar 
experience when first attending UNBC. However, they cited the FNC as the main factor in 
helping them adapt and succeed at the university. The participants also perceived that faculty 
support was integral to their success. 
The findings of the present study are consistent with previous research that found 
First Nation Centers were a vital support mechanism for Aboriginal student success 
(Pidgeon, 2008). In the present study, the participants viewed the FNC as a home base for 
most of their needs. The FNC was an important place for establishing social connections with 
other Aboriginal students and for accessing additional university resources. The FNC served 
as a hub for accessing student clubs, health care, and academic support. Participants 
perceived that the FNC was a space for emotional support, for exchanging shared academic 
experiences, and for encouraging each other to reach their academic goals. Not long after 
they entered UNBC, the participants established an interdependent culture at the FNC, and 
they quickly learned to help and support each other in a reciprocal manner. This finding is 
consistent with previous research that highlighted the importance of peers in supporting 
Aboriginal students to reach their academic goals (Govaki, 2011).  
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The present study found that participants perceived faculty as a significant source of 
academic and emotional support. Most of the participants believed that faculty respected 
them, their interests, and their Aboriginal worldview. The findings of the present study is 
consistent with previous research that found students who felt respected by faculty members 
were more motivated in their academic studies (Reeve & Jang, 2006). There was a small 
group of participants, however, who believed that faculty had not supported their 
worldviews, and thought that their grades reflected a bias on behalf of the professors. One 
participant felt that her freedom to express her indigeneity through her academic work was 
not good enough to hear, so she silenced that part of herself in class. What she said reminds 
us that while we have come a long way, there is still a long way to go.  
The findings of the present study are consistent with the premise of SDT that 
comprehensive relational supports contributed to need fulfillment (Deci & Ryan, 1985). 
While UNBC has made efforts to support Aboriginal students by creating a First Nations 
Center, offering culturally sensitive services, and fostering respect of Aboriginal students 
among faculty, the participants acknowledged that UNBC could do better.  
An interesting finding in this study relates to the importance of the environment to the 
participants. A number of participants stressed the importance of protecting the environment 
and perceived having a reciprocal relationship with it. Specifically, the participants indicated 
that the environment provided important traditional resources for the Aboriginal community. 
This finding is consistent with previous research suggesting that Aboriginal people have 
typically viewed their relationship with the environment as part of an interconnected order 
within the cosmos (Wilson, 2008). SDT, however, has not explicitly described the 
relatedness dimension as encompassing the environment. The finding from the present study 
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enriches SDT by including the environment as part of the relatedness dimension within an 
Aboriginal context. 
The goal to bridge the gap between Aboriginal and non-Aboriginal cultures is a 
daunting task. What encouraged me, as a researcher, was the passion that the participants had 
for the possibility that they could make a difference. Paquette et al. (2009) described people 
who wanted to bridge the cultural gaps between Aboriginal and non-Aboriginal cultures as 
“fringe dwellers.” Several participants in the present study aspired to be such fringe dwellers. 
People often say the world is getting smaller, and we are living in a global village, but the 
communication divide between Aboriginal Peoples and the rest of Canada remains wide. I 
came across an eloquent and powerful quotation that summarized the goal for a number of 
the participants. Rod Robinson, who was a great Nisga’a orator and civic leader, spoke these 
words:  
Today the Aboriginal people and other Canadians stand on opposite shores of 
a wide river of mistrust and misunderstanding. Each continues to search 
through the mist for a clear reflection in the water along the opposite shore. If 
we are truly to resolve the issues that separate us, that tear at the heart of this 
great country…then we must each retrace our steps through our history, to 
the source of our misperception and misconception of each other’s truth 
(Barnaby, 1992, p. 56).  
Autonomous Self-Expression. The interview data indicate that autonomy support is 
an important contributor to Aboriginal student success. The participants made their own 
choice to attend university, which university to attend, and which academic disciplines to 
pursue. The present study found that while others encouraged participants to attend 
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university, the participants chose to attend university because of a desire to contribute to the 
Aboriginal community, and to take advantage of an opportunity for self-growth. In addition, 
participants specifically chose to attend UNBC. In several cases, participants transferred to 
UNBC because other institutions were not meeting their academic needs. The majority of 
participants indicated that proximity to their families and home community were important 
factors in choosing UNBC. These findings are consistent with previous research that found 
freedom in choosing an academic institution (Haig-Brown, 1995) and freedom in choosing 
academic programs (Allen & Robbins, 2010; Govaki, 2011) were associated with improved 
academic outcomes. Moreover, a number of the participants chose to change disciplines that 
were more consistent with their interests. Many of the participants indicated that taking First 
Nations Studies courses enhanced their awareness of the challenges that Aboriginal Peoples 
faced, and that this increased their motivation to succeed at university.  
SDT and Acculturation  
 The main goal of the present research is to identify motivational factors that help 
Aboriginal students persist in university. As previously discussed, I chose a qualitative 
method to explore the underlying and complex academic experiences of the participants. I 
chose a quantitative method to examine whether acculturation patterns play a mitigating role 
in academic motivation. The present study did find several differences between the less 
acculturated and more acculturated groups. First, the desire to provide services to their home 
communities motivated the LA participants more so than the MA participants. Second, high 
school had not academically prepared the LA participants to the same extent as the MA 
participants, and consequently, LA participants had to prepare in other ways. Several LA 
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participants, particularly when they first started in university, also perceived less faculty 
support compared to MA participants.  
The findings from the present study are consistent with the research of Huffman 
(2001), who found that traditional Aboriginal students were highly motivated to move back 
to their home community and to provide needed services. Financial gain motivated MA 
participants to a greater degree than LA participants. However, although participants in the 
MA group were more likely to identify financial stability as a primary motivating factor to 
succeed in university, almost all of them indicated that service to the Aboriginal community 
was a contributing factor as well. One possible explanation for this difference might be that 
LA participants are more motivated to establish a role in their home community, which 
allows them to fill a community need and contribute to collective well-being. In contrast, the 
MA participants, who had primarily resided in non-Aboriginal communities, may place a 
higher value on financial independence, which is more consistent with the values of Western 
society.  
The findings of the present research indicate that more acculturated and less 
acculturated Aboriginal students perceive differences in how high school prepared them for 
university. The majority of the MA participants believed that high school prepared them 
academically for university. In contrast, a number of the LA participants believed that high 
school had not prepared them for university. This finding is consistent with previous research 
that found Aboriginal students who graduated from Aboriginal and rural community high 
schools tended to feel less prepared to attend university (Govaki, 2011). In the present study, 
more LA participants enrolled in upgrading, or post-secondary education transition programs 
compared to MA participants. They believed that the preparatory programs gave them the 
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skills to succeed at university. This finding is consistent with previous research that found 
post-secondary education transition programs were important for Aboriginal student success, 
particularly for students who had mainly resided in Aboriginal communities (Anonson et al., 
2008). Several of the LA participants who felt unprepared by high school also took steps to 
prepare themselves while they were in university. These students sought out academic 
support services at the university, such as tutors, the Academic Resource Center, and faculty. 
These participants believed that although it took them some time before they felt confident at 
university, their use of academic support resources was an important factor in developing 
their academic competence.  
The findings of the present study indicate that acculturation plays a role in 
perceptions of faculty support. Five of the participants in the LA group, compared to two 
participants in the MA group, reported that at some point in their university experience, they 
had not perceived support from some of their professors. Several participants in the LA 
group initially felt overwhelmed by the complexity of the university setting. In addition, 
several of the LA participants initially felt intimidated by the faculty, which affected their 
subsequent interaction with their professors. Although some of the participants in the LA 
group perceived less faculty support, most of them indicated that as they continued with their 
studies, they perceived more support. Some of the participants attributed the increased 
support to actively engaging their professors. These findings are consistent with previous 
research that found Aboriginal students preferred to have close relationships with their 
professors (Hampton & Roy, 2002). The current research has demonstrated how quantitative 
and qualitative research can inform each other. The quantitative-based examination of SDT 
in past studies informed how the current research examined theoretical constructs in a more 
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in-depth manner. Conversely, the current qualitative findings could be used in future 
quantitative-based research in much larger samples.   
Acculturation Questionnaire 
 
Participants in the LA group were significantly more likely to have identified 
themselves as Aboriginal Canadians or Aboriginal Canadians with some non-Aboriginal 
ancestry, compared to MA participants. LA participants were also more likely to have rated 
themselves as Aboriginal Canadian or mostly Aboriginal compared to MA participants. 
However, seven participants in the MA group rated themselves as bicultural and three rated 
themselves as mostly Aboriginal. None of the MA participants responded past the mid-point 
of the scale. This suggests that these two items distinctly measure ethnicity and identity 
respectively. Furthermore, there was no significant correlation between these items. This 
indicates that the level of Aboriginal/non-Aboriginal ancestry is not strongly associated to 
self-rating for being Aboriginal. This suggestion is consistent with the non-significant finding 
for amount of pride in Aboriginal culture and traditions. One possible explanation for these 
findings might relate to the non-significant finding for cultural identification of the mothers. 
The majority of participants in both groups judged their mother’s identity as Aboriginal 
Canadian or Aboriginal Canadian with some non-Aboriginal ancestry. In addition, the MA 
participants judged their father’s identity as mainly non-Aboriginal or Aboriginal with some 
non-Aboriginal ancestry. These findings suggest that the MA participants strongly identify 
with the culture of their mothers rather than with their father’s culture.   
For the cultural identity sub-group, there was one final significant difference between 
the acculturation groups: participation in Aboriginal culture, traditions, and ceremonies. A 
likely explanation for this difference is cultural exposure. Aboriginal people who live in 
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Aboriginal communities have more exposure to Aboriginal culture. In the Nass Valley, for 
example, we have a cultural calendar that families use throughout the year to schedule 
weddings and stone-moving ceremonies. The LA participants might also participate more in 
traditional activities, because of the ethnicity of their parents. Eight of the LA participants 
judged their father’s identity as Aboriginal, and two judged them as Aboriginal with some 
non-Aboriginal ancestry. The majority of LA participants had both parents who they judged 
to be Aboriginal or mostly Aboriginal. This may have influenced the LA participants to 
attend more cultural activities: those events stemming from their father’s side of the family 
and those events stemming from their mother’s side.   
In the language sub-group items, LA participants were significantly more likely to 
read, write, and think their traditional language compared to MA participants. In many 
Aboriginal communities, students learn Aboriginal languages in pre-school through high 
school. Therefore, it is not surprising that these group differences exist. These three items 
also significantly correlated with each other. What is interesting, however, is that the groups 
had not significantly differed on whether they could speak their traditional language or 
English, or whether they preferred using their traditional language or English. A possible 
explanation for this is that the MA participants had lived more years in urban communities, 
and they likely did not have an opportunity to learn and practice their traditional language, 
much less come to have preferred to use it. For the LA participants, however, only one 
reported being able to speak comparably well in both their traditional language and English. 
Furthermore, all of the participants in the LA group preferred to speak English. This is 
consistent with previous research that suggested the limited hours in most Aboriginal schools 
160 
 
for learning a traditional language was not promoting language fluency (First Peoples 
Cultural Council, 2014).  
In respect to the sub-group of social network items, LA participants were 
significantly more likely to have had only Aboriginal or mostly Aboriginal friends from age 
six to eighteen, and only Aboriginal or mostly Aboriginal friends currently. These findings 
are not surprising because Aboriginal communities are mainly composed of Aboriginal 
people. However, there was no difference for ethnicity of friends up to age six. This latter 
finding might be a result of residence patterns. Some participants may have lived in 
Aboriginal communities and then moved to urban centers, while other participants, who lived 
the early part of their life in urban centers, may have later moved to Aboriginal communities. 
This suggestion is consistent with previous research that found when Aboriginal people 
relocated from reserves, they were more likely to move to urban centers, and the reverse 
pattern occurred when they moved from urban centers back to reserves (Beavon et al., 2009). 
Correlation analysis confirmed that ethnicity of friends from age six to eighteen was 
significantly associated with ethnicity of current friends, while ethnicity of friends up to age 
six was not significantly correlated with either of the two other items.  
In the lifestyle sub-group items, there were no significant differences for preference 
for music, TV and movies, or for food. The lack of significant findings might be a result of 
the sheer number of alternatives for Western forms of music, TV and movies, and food, 
compared to Aboriginal media content and food. In addition, the lack of differences in this 
sub-group might be a result of personal preference. There was one significant correlation 
between two of the items. Participants who preferred Western-oriented food also preferred 
Western-oriented TV and movies.  
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For the two residence-based items, there were no significant differences. The non-
significant findings are interesting because one might expect that LA participants, who spent 
more years living Aboriginal or rural communities, have more contact with Aboriginal 
communities. The data had however, showed consistency in the overall participant responses. 
Specifically, when participants responded higher on one scale, they tended to respond higher 
on the other scale. The same pattern was evident when they responded lower on one scale, 
and responded lower on the other scale. The data showed however, that for each 
acculturation group, there were not consistent response patterns for either direction on the 
scales. This lack of consistency could account for the non-significant findings. The lack of 
response consistency might be a result of different residence patterns. An alternative 
explanation could be a result of the wording of the questions. Although the items 
significantly correlated with each other, the data showed that the majority of responses to the 
amount of contact with Aboriginal communities were concentrated in the first three scale 
responses for both groups. This suggests that the response choices in the two items may not 
be sensitive enough to differentiate acculturation in this sample. Conversely, because the 
participants in the MA group strongly identified with the Aboriginal heritage of their 
mothers, the MA participants may have regular contact with Aboriginal communities. 
Interestingly, the non-significant finding for residential history on the acculturation 
questionnaire conflicted with the significant difference found for years lived in an Aboriginal 
community on the demographic questionnaire. It could be that the specificity of asking 
respondents the number of years they had lived in an Aboriginal community is more 
indicative of acculturation compared to the ambiguous wording of these two items.    
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Demographics and Acculturation 
           The finding that participants in the LA group were significantly older compared to the 
MA group is not surprising. Acculturation has tended to increase over succeeding 
generations (Berry, 1999), and people living in urban areas were more likely to attend post-
secondary education at an earlier age compared their rural-based counterparts (Heslop, 
2009). It is also not surprising that LA participants lived in their home community for an 
average of 16 more years than the MA participants. This is consistent with previous research 
that reported a negative association between years living on reserve and acculturation (Berry, 
1999).   
  The finding that participants in the MA group had significantly more friends in 
university may relate to the previous finding: urban Aboriginals who attend urban high 
schools have friends in urban high school. Although this item had not asked whether their 
friends, who were attending university, were Aboriginal or non-Aboriginal, previous research 
found that urban Aboriginal and non-Aboriginal high school graduates applied to post-
secondary education institutions in greater numbers than high school graduates from 
Aboriginal communities (Heslop, 2009).       
Although some of the demographic variables were not amenable to statistical 
analysis, the trends between acculturation groups are interesting. One example is the 
education level of the participants’ fathers. Participants in the MA group reported eight post-
secondary degrees compared to three degrees in the LA group. We know from the 
demographic data that MA participants lived considerably more years in urban areas 
compared to LA participants, and we might assume that the fathers of the MA participants 
had as well. The significant finding for father’s identity supports this assumption. A majority 
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of the MA participants judged their father’s identity as non-Aboriginal or non-Aboriginal 
with some Aboriginal-Canadian ancestry. The findings that MA fathers were predominantly 
non-Aboriginal and lived primarily in urban areas potentially gave them easier access to 
post-secondary education. This suggestion is consistent with previous research that found 
Aboriginal males and non-Aboriginal males living in urban areas earned more degrees 
compared to Aboriginal males living on reserve (Statistics Canada, 2015). 
Another interesting finding relates to funding sources for the two groups. First, 16 
participants had received Band funding, but only five of them reported it as their only source 
of income. A couple of the participants in the MA group indicated that they had not 
perceived themselves as part of an Aboriginal community, and consequently they may not 
have applied for Band funding. Past research has shown that over half of Aboriginal students 
had not received Band funding (Usher, 2009). Fifteen participants reported that they had 
multiple sources of funding. The MA participants were more likely to have received 
scholarships, but they were less likely to have received Band funding. What was noticeable, 
however, and supported by comments made during the in-depth interviews, was that multiple 
funding sources were necessary to cover the costs of post-secondary education. This finding 
is consistent with previous research that found Band funding alone was insufficient to cover 
costs associated with post-secondary education (Mayes, 2007).  
The trend for participants in the MA group to enroll in hard sciences compared to 
social science and environmental-based studies in the LA group is not surprising. The MA 
participants were mainly interested in health care professions, such as being a physician or 
nurse, which they perceived a need in their urban home communities or in their home 
Aboriginal community. In contrast, the LA participants wanted to earn degrees that would 
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allow them to fill needed positions in their home Aboriginal community. Specifically, LA 
participants indicated that providing mental health services or environmental stewardship 
were gaps in community services that motivated them to go to university. The difference 
between the two groups might also result from differences in academic preparedness and 
cultural differences regarding certain academic disciplines. Research found that Aboriginal 
students coming from rural communities were often not academically prepared to enter into 
health science programs (Govaki, 2011). In addition, traditional Aboriginal students were 
found to be uninspired by science and math-based courses resulting in them being under-
represented in those disciplines (Hogue, 2016).  
Participant Feedback Survey 
There are four main reasons I chose to conduct a participant feedback process. First, it 
is a sign of respect to the participants by reciprocating their enthusiasm for participating in 
the research (Wilson, 2008). Second, it provides a measure of validation by allowing 
participants to review the findings and to provide feedback as to whether the findings were 
consistent with their experiences in university (Brant-Castellano, 2004). Third, the 
participant feedback allows a potential for generalization, whereby if a sub-sample of 
participants agrees that the findings are consistent with their experiences, it can indicate a 
representation of the whole sample. Fourth, it can provide an indication of data saturation. 
Participants highly agreed with each of the four main findings, which indicate that the 
participants who completed the feedback survey judge the findings as valid. However, as 
previously noted the potential for a self-selection bias warrants caution in generalizing their 
high ratings to the full sample. While the high agreement among the sub-sample may indicate 
that a sample size of 20 was sufficient to achieve saturation, comments contradicting the 
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main finding in the feedback survey suggest that the interviews may have missed important 
data.  
For the first main finding, the mean score was 9.5. One participant commented on the 
positive efforts faculty made to understand issues, such as residential schools and the 60’s 
scoop. This comment is consistent with previous research that found Aboriginal students 
appreciated efforts made by instructors to sensitize themselves to Aboriginal issues (Govaki, 
2011). The same participant however, perceived that there was a lack of Indigenous inclusion 
in the business program.  
For the second main finding, the mean score was 9. One participant commented how 
her courses allowed her to explore her interests and provided her an opportunity for self-
growth. This comment echoed many of the participants’ opinions that their university 
experience helped them achieve self-growth. What is interesting was that the participant 
continued on to explain that she would like to reach an eventual stage of self-actualization, 
and that she had also been making an effort to bring this level of inspirational awareness back 
to her home community. Another participant commented on her Aboriginal worldview and 
explained how she strived to balance the physical, mental, emotional, and spiritual aspects of 
the self.       
For the third main finding, the mean score was 8. One participant suggested that the 
FNC could provide more assistance in the areas of financial help and housing support. She 
also suggested that UNBC establish stronger relationships with Aboriginal organizations in 
Prince George to address these academic challenges. Another participant shared the opinion 
that the FNC could do more. She conducted an evaluation of the FNC for a class assignment 
and concluded that most of the FNC programs were not relevant to the students. She 
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indicated that the main benefit of the FNC was a place for Aboriginal students to congregate 
and support one another. This finding is consistent with previous research that having peers 
was important for student retention (Guiffrida et al., 2008) and that First Nations Centers 
were a vital source of that support (Govaki, 2011). These comments provide support for the 
third main finding, but also conflict with it. The comments supported the general finding that 
all of the participants believed the FNC to be an important resource at UNBC. While a 
number of participants used the FNC to access other services and resources within the 
university, it is possible that some participants did reach out for help but did not receive 
assistance. Another possible explanation is that several participants mentioned a sudden 
turnover in staff at the FNC. While they had not commented on the new staff, the participants 
indicated that had lost FNC staff that they valued and trusted.       
For the fourth main finding, the mean score was 8.6. One participant commented that 
although she took courses in a particular academic stream, she pursued another personal 
interest by taking First Nations Studies. This allowed her to integrate Aboriginal perspectives 
with the predominantly Western perspectives in her other courses. This comment is 
consistent with previous research that Aboriginal students were more successful when they 
were able to integrate Aboriginal knowledge with Western-based curricula (Benjamin et al., 
1993). Another participant indicated that although the main research findings were mostly 
consistent with her experience at UNBC, she cited the lack of sensitivity of some faculty 
members regarding Aboriginal issues.  
Limitations 
Acculturation Questionnaire. The use of the modified Native American 
Acculturation Scale warrants caution in the interpretation of the acculturation data. The 
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NAAS was designed to assess acculturation in Native American populations and has not 
been validated in an Aboriginal Canadian context. Native American elders and professionals 
validated the NAAS, and therefore the questions may not have translated into acculturation 
indicators in the present sample of Aboriginal Canadian students.  
Methodology.  
There were challenges to using a mixed-method approach. As a researcher, I have 
come to appreciate the divergent nature of qualitative and quantitative methods in examining 
and representing the human experience. I had to reconcile my use of two different 
philosophical approaches to research: to understand the experiences of people through 
gathering rich and detailed verbal data versus expressing the human experience using 
numbers and labels. In hindsight, I had struggled with this role distinction. Perhaps with 
more experience, I could have more easily switched between research roles, particularly for 
the qualitative component. In addition, my tendency to refrain from more fully immersing 
myself into the qualitative data gathering, carried over to the analysis and interpretation 
process. I was overly cautious with regard to reflexivity and that made me more of an 
observer rather than an active participant. Furthermore, in the Method section, I could have 
provided a more thorough examination of the arguments for the incompatibility of qualitative 
and quantitative methods, as well as the suggested merits of using a mixed-method approach 
within certain research parameters and goals. Moreover, I could have better explained how 
the current research aligned with parameters suggested for using a mixed-method approach. 
In contrast to some of the challenges of using a mixed-method approach, there are 
some benefits. Bazeley (2012) suggested that mixed-method approaches are appropriate 
when the integration of different data sets achieved a common goal for a public benefit. In 
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addition, Bazeley suggested a mixed-method approach is appropriate when quantitative and 
qualitative analysis was consistent with the type of data, and not used in conjunction to 
analyze the same data set which Bazeley suggested would result in a contamination of the 
data and findings (Bazeley, 2012). Following these guidelines, the present study used 
quantitative and qualitative methods to explore acculturation and academic motivation. I 
analyzed the data sets independently and then integrated them to provide a more in-depth 
exploration of the factors relating to Aboriginal student success.  
One particular challenge to using a mixed-method approach was choosing a sample 
size that would satisfy the criteria for interview data saturation and the minimum number of 
participants required to conduct statistical analyses. While I deemed twenty participants 
sufficient for the qualitative component, it would be preferable to have a larger sample size 
for the quantitative analyses.      
 Another concern was the limited opportunity for a multiple interview schedule. While 
I was grateful to the participants for offering their valuable time for a one-time interview, I 
think that a multiple-interview schedule would have resulted in better rapport and increased 
trust between the participants and me. In addition, follow-up interviews based on a 
thoughtful examination of prior interviews would have been beneficial to identifying 
additional emergent themes, as well as providing an opportunity to more deeply explore the 
who, what, where, when and why related to the participant experiences.  
There were particular challenges to using a theory-driven approach in a qualitative 
research design. First, using a theory to frame qualitative research shaped the current study 
design into a top-down approach. The theoretical framework informed the topics of 
examination, and the analyses and interpretation of the data were constrained within 
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theoretical constructs. In addition, a top-down approach is a researcher-focused approach in 
contrast to a participant-focused bottom-up approach. Moreover, a top-down approach 
imposed rigidity on participant responses limiting the gathering of rich and detailed data. 
While I encouraged the participants to answer the questions as if they were telling a story, in 
many cases they simply answered the question. Even when asked to elaborate, their 
elaborations followed a question and answer format. This could have limited the scope of 
exploration to the theoretical constructs and possibly missed other factors important to the 
participants. Therefore, generalization of the results to all Aboriginal students should be 
cautious.   
Another challenge was receiving feedback from the participants regarding the 
accuracy of their transcripts. First, there was a delay in my transcribing the audio-recordings 
due to a health issue and this delay may have had an impact on the opportunity for a timely 
review by the participants. Second, although the participants had an opportunity to provide 
their contact information, eight of them declined to do so. When requesting for feedback, I 
offered the participants a copy of their transcript for review before completing the feedback 
survey. Of the twelve participants I contacted about the feedback survey, only one requested 
his/her transcript. 
In Depth Interviews. One of my main concerns about the interviews was that I had 
to schedule them during semester hours when the students were available. A number of 
potential participants cited their arduous academic schedules as reasons they would not 
participate in the research. For the students who participated, they indicated some trepidation 
based on their academic commitments. I estimated that only two of the twenty participants 
felt unconstrained by time, and they had the longest interviews. If time were not a factor, 
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perhaps the participants would have elaborated more. In addition, as the interviewer, I could 
have more fully engaged with the participants during the interviews. More specifically, I 
could have drawn upon my own experiences as an Aboriginal student and this reflexive 
approach may have resulted in a deeper dialogue during the interview process.  
Another concern was that several participants appeared to have a slight lack of trust. I 
did not ascertain whether the lack of trust was because of me, research in general, being 
audio-recorded, or was a characteristic of the participant. These participants appeared slightly 
uncomfortable during the interviews, which may have prevented them from expanding on the 
topics. However, I did feel, during the interview process, that all of the participants provided 
appropriate answers to the questions presented to them.    
Sampling. I recruited the participants primarily from UNBC’s FNC. Using the FNC 
for recruitment was convenient, but it may have resulted in a sample that was 
overrepresented by Aboriginal students who regularly frequent the FNC. Therefore, caution 
warrants generalizing conclusions to all of the UNBC Aboriginal student body.  
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CHAPTER 6 
Conclusion 
In this chapter, I first present a brief review of the present research. Second, I discuss 
the contributions this research makes to the literature. Third, I briefly discuss the findings in 
the context of previous suggestions to improve post-secondary education outcomes for 
Aboriginal students. Last, I present an Afterword as a final comment to answer to why I did 
what I did for this research and beyond.  
The goal of this study was to identify factors contributing to Aboriginal student 
success in university and, ultimately, use this information to improve Aboriginal student 
retention in university. To achieve this goal, I employed a mixed-method design, with Self-
Determination Theory as its theoretical framework. Guided by this theory, I developed a 20-
item interview schedule and interviewed 20 Aboriginal students. I was also interested in 
whether acculturation was a factor in academic motivation. To explore this possibility, I 
modified an existing acculturation questionnaire to assess the participants’ cultural 
orientation.  
The major findings of the present study are: 1) The goal of helping the Aboriginal 
community was a primary motivator for Aboriginal students to succeed in university. Some 
desired to return to their home Aboriginal community and contribute to the well-being of the 
community while others desired to provide services to the broader Aboriginal community. 
Others wanted to bridge the cultural gap between Aboriginal and non-Aboriginal people in 
Canada which in their view, would benefit all Aboriginal people. 2) A desire to achieve self-
growth was an important academic motivator for Aboriginal students, which they perceived 
as necessary to reach their life’s goals. 3) Multi-level support was integral to the success of 
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the participants. 4) Autonomy support was an essential element of a positive and motivating 
university experience. These findings make the following contributions to our understanding 
of the factors integral to the success of Aboriginal students in university. First, we now have 
a better understanding of the collectivistic values that motivate students to stay in university. 
Most of them wanted to fill gaps in community health services and environmental protection. 
They viewed a university credential as the only way to obtain jobs that would allow them to 
build capacity in the Aboriginal community. Second, self-actualization is an important factor 
for Aboriginal people to attend university. The participants viewed university as an 
opportunity to achieve self-understanding, to increase personal well-being, and to increase 
their awareness of factors contributing to the marginalization of Aboriginal Peoples in 
Canada. They believed that a university education could lay the foundation for them to reach 
their potential, which they articulated as effecting constructive changes in their home 
communities. For some Aboriginal students, a desire for self-actualization goes beyond 
serving their home community. They wanted to influence Canadian institutions that are 
instrumental in marginalizing Aboriginal Peoples, including sectors in health care, post-
secondary education, and the resource industry. To achieve this goal, the participants aspired 
to create a meaningful dialogue between Aboriginal Peoples, social institutions, and the 
Canadian government. Third, we now understand that for Aboriginal students to succeed in 
university, it is of paramount importance to have a multi-faceted support system. Aboriginal 
students perceived the support of the FNC as primary and faculty and campus services as 
essential to academic competence. Family, friends, and home community were the social and 
cultural anchors that grounded them to their Aboriginal identity. Fourth, we now have a 
clearer understanding of the importance that autonomy plays in the post-secondary education 
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experience of Aboriginal students. Although the students listened to the advice of others, 
they freely chose to attend university and more specifically, UNBC. They were cognizant of 
their community’s needs, and they aligned those needs with their personal interests when 
they chose academic disciplines. The students perceived that faculty supported them through 
student choice of class assignment topics and positive feedback.         
This research also contributes to the literature by examining the post-secondary 
experience of Aboriginal students through the lens of acculturation. The less acculturated and 
more acculturated groups were consistent in their goal values to serve the Aboriginal 
community, however less traditional participants were more likely to include financial gain 
as a motivating factor to succeed in university. Less acculturated participants were more 
likely to receive help with childcare and access to traditional foods, compared to more 
acculturated participants. Access to traditional foods helped to offset the cost of groceries. 
More importantly, access to traditional foods helped to maintain a connection to their home 
community. The more acculturated participants were more likely to develop supportive 
relationships with faculty, especially during their first years in university. The less 
acculturated participants tended to perceive that high school had not academically prepared 
them for university. They were more likely to attend transition programs, and they were more 
likely to access academic support services.  
The ultimate contribution of this research is that we now have a better understanding 
of the motivational factors influencing Aboriginal student retention. These findings will serve 
as a starting point to develop strategies specifically suited to address Aboriginal student 
retention. This study indicates that goal values and the autonomy to pursue those goals are 
the driving force behind Aboriginal student motivation. Once in university, the development 
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of academic competence, and a multi-level support network function as foundational pillars 
to keep them in school. More importantly, we find that for academically successful 
Aboriginal students, these motivational factors are interconnected.  
The findings from this study can guide Aboriginal communities in how to strengthen 
the cultural, social, and academic support they provide for their students. Universities can 
build upon their support for Aboriginal students by offering Indigenous-based curricula, 
encouraging institutional respect for Aboriginal worldviews, and supporting vibrant First 
Nations Centers. While this study adds to our understanding of the motivational factors that 
contribute to Aboriginal student success, the participants did cite challenges that they 
continue to face in the post-secondary education system.  
By understanding the factors that are most relevant to Aboriginal people and their 
journeys through the education system, universities in Canada can improve retention and, 
thereby, increase graduation rates. In turn, these graduates will make meaningful 
contributions towards advancing themselves, their home communities, and most importantly, 
to help improve the well-being of Aboriginal Peoples in Canada.  
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Afterword 
As a member of the Nisga’a First Nation, I had a personal investment in the current 
study, beyond conducting the research. A Nisga’a delegation of Chiefs traveled to Victoria in 
1887 and asserted Aboriginal title to our traditional territory. On May 11, 2000, the outcome 
of this long process came to fruition with the signing of the Nisga’a Treaty. One of the 
reasons Self-Determination Theory inspired me is that I believe autonomy, competence, and 
mutual respect within relationships are not limited to advancing the well-being of 
individuals, but are central components to advancing the well-being of Aboriginal Peoples. 
To realize these capacity building factors in Aboriginal communities, Canada, and 
Aboriginal Peoples must work together to lay down a new foundation, so that mutual respect 
and trust can flourish between us. We have made positive steps in this regard. Over the past 
30 years, I have been involved in the post-secondary education system as a student, 
researcher, instructor, and as an administrator. Over that period, I have observed positive 
changes in research with Aboriginal people. While researchers have continued to use 
quantitative measures, they have often employed them in conjunction with qualitative 
methods. Over the past few decades, I have also observed how Aboriginal people have been 
engaged in the research process. The Tri-Council Policy Statement on the guidelines for 
conducting research with Aboriginal Peoples has bolstered these changes. During this 
research process, I have attempted to follow best practices in conducting Aboriginal-based 
research, and I believe that I accomplished my goal. 
I continue to believe that if we want to address the ongoing, but more subtle process 
of Aboriginal acculturation into Western culture, we must learn to appreciate the importance 
of Aboriginal identity and the Aboriginal experience. While change can be arduously slow, it 
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needs to start somewhere. It is my belief that our educational institutions are a logical starting 
place. Working within our education systems, we can disseminate a shared perspective, 
based on trust and respect, throughout the fabric of our Canadian institutions. One day, our 
respective cultures will have a deeper shared understanding of each other’s worldviews and 
goals, and we will no longer need to “bridge the gap.” In my life, I have had, and continue to 
have, excellent cultural mentors. During my time in post-secondary education, I have had, 
and continue to have, excellent academic mentors. The intent of this dissertation was to help 
bridge the two worlds between Aboriginal culture and Western academia. We can hope that, 
one day, there will be no need for a bridge, as our two cultures will be as close as if we were 
one.  
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Appendix A 
Participant Feedback       Page 1 
Instructions 
The following is a description of the major findings of the study that you participated 
in entitled “Contributing Factors to Aboriginal Student Success in University: A Self- 
Determination Theory Perspective”. This study was conducted by UNBC PhD 
Candidate Mitch Verde under the supervision of Dr. Han Li.  
Please read the four important findings and circle the number from 1-10 that indicates 
how similar the findings were to your experience, with 1 being no similarity 
whatsoever, and 10 being extremely similar. There will also be a space for you to 
provide written comments about the similarity of the finding to your experience. Page 
2 is for Main Finding 1, page 3 is for Main Finding 2, page 4 is for Main Finding 3, 
and page 5 is for main finding 4. Thank you for your participant feedback.  
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Main Finding 1: Summary      Page 2 
1) Participants in the study were motivated to succeed in university with the goal of 
returning home, and contributing to improved community well-being. Examples 
included working at the community level such as providing health care, or serving as 
environmental stewards. Other participants perceived an incompatibility between the 
worldviews of Western mainstream society and Aboriginal Peoples, and they aspired 
to bridge this gap. Examples included more indigenous inclusion in the education 
system, indigenizing health care, and bridging the cultural communication gap 
between Aboriginal and Western cultures.  
Rating Scale:  Circle the number that best reflects the level of consistency between 
finding #1 and your experience at UNBC.  
1           2           3          4           5           6           7           8           9           10 
  Not at all               Somewhat        Very Similar 
Comments: If you would like, please provide comments about the similarity of 
finding # 1 with your UNBC experience.  
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Main Finding 2: Summary      Page 3 
 2) Participants were motivated by a desire for self-actualization, or self-growth, 
which they perceived as necessary for them to help improve the well-being of their 
home communities. Some of the participants described self-growth in terms of 
increasing their self-knowledge, understanding others, expanding their knowledge of 
other cultures, and better understanding the physical, mental, emotional and spiritual 
aspects of the self. Many participants felt that a university experience would provide 
an opportunity towards self-actualization.            
Rating Scale:  Circle the number that best reflects the level of consistency between 
finding #2 and your experience at UNBC.  
1           2           3           4           5           6           7           8           9           10 
  Not at all              Somewhat                      Very Similar 
Comments: If you would like, please provide comments about the similarity of 
finding # 2 with your UNBC experience.  
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Main Finding 3: Summary      Page 4 
3) The participants reported multiple supports that helped them succeed in university. 
Family support included helping with expenses, babysitting, transportation, provision 
of traditional foods, and emotional support. Community support included Band 
funding, Elders support through traditional practices, and encouragement and social 
support from Band Council personnel and friends. Participants who didn’t receive 
community support beyond financial assistance, felt let down by the community. 
Participants felt that UNBC was a main contributor to student success. The First 
Nations Center was a central factor in social support, encouragement, and accessing 
university resources. Faculty also played an important role in academic and emotional 
support, and for the most part respected the participants, their interests, and their 
Aboriginal worldview.  
Rating Scale:  Circle the number that best reflects the level of consistency between 
finding #3 and your experience at UNBC.  
1           2           3           4           5           6           7           8           9           10 
 Not at all               Somewhat         Very Similar 
Comments: If you would like, please provide comments about the similarity of 
finding # 3 with your UNBC experience.  
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Main Finding 4: Summary      Page 5 
Autonomy was well-supported during the participants’ university experience. They 
made their own choice to attend university most often based on the desire to 
contribute to their home community, an opportunity for self-growth, and for a future 
with financial stability. Participants also chose which university to attend, often due 
to the closer proximity to their home community, and that programs matched their 
interests. Participants also chose which academic disciplines to pursue, and in some 
cases switched disciplines which were more consistent with their interests. Some 
participants also indicated that their motivation to succeed at university was 
strengthened as a result of taking courses in the First Nation Studies program, which 
enhanced their awareness of the challenges that Aboriginal Peoples face.   
Rating Scale:  Circle the number that best reflects the level of consistency between 
finding #4 and your experience at UNBC.  
1           2           3           4           5           6           7           8           9           10 
 Not at all               Somewhat        Very Similar 
Comments: If you would like, please provide comments about the similarity of 
finding # 4 with your UNBC experience.  
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Appendix B 
 
Interview Guide 
My name is Mitch Verde and I am a PhD candidate in the discipline of Psychology at 
UNBC. I am conducting this study under the supervision of Dr. Han Li. This is a 
study which is looking at whether motivational factors for Aboriginal students are 
affected by the students’ experiences with Western culture. For this part of the 
research you will be asked a number of questions relating to a motivational model 
called Self-Determination Theory. Specifically, you will be asked questions 
surrounding your university experiences as they pertain to concepts in the theory. The 
interview will take approximately 30-60 minutes and will be digitally audio-recorded.  
 
Autonomy  
For this first set of questions, I will be asking you to describe how your university 
experience relates to personal choices and freedoms.  
 
1) In general throughout your life, how would you describe the level of independence 
you have experienced for pursuing your personal interests? 
  
2) What was it about UNBC that attracted you here?  
 
3) For many students there are people in their lives that have an influence on their 
decision to attend university. In your case, what other people affected your decision 
to come to UNBC? 
 
4) What led to your current area of study? 
 
5) In what ways have your instructors encouraged you to follow your own personal 
interests? 
 
Competence 
We are now moving into the second area of questions. These questions will relate to 
how your strengths have helped you to succeed thus far. 
  
6) Throughout your life in general, how would you describe your efforts in mastering 
new skills and abilities? 
   
7) In terms of your academic preparation for university, what do you think affected 
your ability to have success at UNBC?  
 
8) What kinds of university or community resources have you accessed which have 
helped you during your university experience? (If only university, ask about 
community) 
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9) Thus far, how would you describe your perseverance to do well in your university 
courses?  
 
10) In your opinion, what are some of the reasons that allowed you to successfully 
adapt to a large and sometimes foreign university campus?  
 
Relatedness  
We are now moving into the third set of questions in the interview. These questions 
reflect the kinds of relationships you experienced while attending UNBC. 
  
11) What ways have your instructors provided support during your university 
experience? 
 
12) What ways has your traditional Aboriginal community provided support during 
your university experience?  
 
13) What ways have your family provided support during your university experience? 
 
14) What ways have your friends provided support for you to continue at UNBC? 
(Ask about friends back home and new friends at the university) 
 
15) What types of campus support systems have you accessed or made you feel 
welcome at the university? 
Values 
This area of the interview is about your personal value system and how it relates to 
post-secondary education. 
 
16) In terms of your value system and what brought you here to UNBC, is your value 
system aligned with achieving personal goals, or community goals, or both?   
  
17) In your opinion, how will earning a university degree help you achieve your 
future goals? 
 
18) How do you think that the promise of earning a future good income has 
influenced you to continue on with your university studies? 
 
19) People can have different opinions on a definition of having a meaningful life. In 
what ways will earning a university degree help you live a meaningful life? 
 
20) In your opinion, how will earning a university degree allow you to give back to 
society? 
 
201 
 
Appendix C 
 
Acculturation Questionnaire   
 
This questionnaire will collect information about your background and cultural identity. 
The term “Aboriginal” includes First Nations, Inuit, and Métis. For each item, choose the 
one answer that best describes you by circling the appropriate number.   
1) What language(s) can you speak? 
 
A) Aboriginal language only (eg. Carrier, Gitksan, Tahltan). 
B) Mostly Aboriginal language, some English. 
C) Aboriginal language and English about equally well. 
D) Mostly English, some Aboriginal language.  
E) English only. 
 
2) What language do you prefer? 
 
A)  Aboriginal language only (eg. Carrier, Gitksan, Tahltan). 
B)  Mostly Aboriginal language, some English. 
C) Aboriginal language and English about equally well. 
D)  Mostly English, some Aboriginal language.  
E)  English only. 
 
3) How do you identify yourself? 
 
A) Aboriginal Canadian. 
B) Aboriginal Canadian and some non-Aboriginal ancestry. 
C) Aboriginal Canadian and non-Aboriginal ancestry. 
D) Non-Aboriginal and some Aboriginal Canadian ancestry. 
E) Non-Aboriginal. 
 
4) Which identification does (did) your mother use? 
 
A) Aboriginal Canadian. 
B) Aboriginal Canadian and some non-Aboriginal ancestry. 
C) Aboriginal Canadian and non-Aboriginal ancestry. 
D) Non-Aboriginal and some Aboriginal Canadian ancestry. 
E) Non-Aboriginal. 
 
5) Which identification does (did) your father use? 
 
A)  Aboriginal Canadian. 
B)  Aboriginal Canadian and some non-Aboriginal ancestry. 
C)  Aboriginal Canadian and non-Aboriginal ancestry. 
D)  Non-Aboriginal and some Aboriginal Canadian ancestry. 
E)  Non-Aboriginal. 
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6) What was the ethnic origin of friends as you had a child up to age six? 
 
A) Only Aboriginal Canadians. 
B) Mostly Aboriginal Canadians. 
C) About equally Aboriginal Canadians and non-Aboriginal. 
D) Mostly non-Aboriginal. 
E) Only non-Aboriginal. 
 
7) What was the ethnic origin of friends that you had as a child from age 6-18?  
 
A) Only Aboriginal Canadians. 
B) Mostly Aboriginal Canadians. 
C) About equally Aboriginal Canadians and non-Aboriginal. 
D) Mostly non-Aboriginal. 
E) Only non-Aboriginal. 
 
8) Who do you associate with now in the community you are living in? 
 
A) Only Aboriginal Canadians. 
B) Mostly Aboriginal Canadians. 
C) About equally Aboriginal Canadians and non-Aboriginal. 
D) Mostly non-Aboriginal. 
E) Only non-Aboriginal. 
 
9) What music do you prefer? 
 
A) Aboriginal music only (eg. Pow wow music, traditional flute, contemporary). 
B) Mostly Aboriginal music. 
C) Equally Aboriginal and non-Aboriginal music. 
D) Mostly other music (eg. Rock, pop, country and rap). 
E) Other music only. 
 
10) What movies or TV programming do you prefer? 
 
A) Aboriginal only.  
B) Mostly Aboriginal. 
C) Equally Aboriginal and non-Aboriginal.  
D) Mostly non-Aboriginal. 
E) Non-Aboriginal only. 
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11) Where were you raised? 
 
A) In an Aboriginal community. 
B) Rural area, Aboriginal community. 
C) Urban area, Aboriginal community. 
D) Urban or rural area near Aboriginal community. 
E) Urban or rural area, away from Aboriginal community.  
 
12) What contact have you had with Aboriginal communities? 
 
A) Raised for 1 year or more on a reserve or other Aboriginal community. 
B) Raised for less than one year on a reserve or other Aboriginal community. 
C) Occasional visits to a reserve or other Aboriginal community. 
D) Occasional communication with people living on a reserve or other Aboriginal 
community. 
E) No exposure to communication with people living on a reserve or other Aboriginal 
community. 
 
13) What foods do you prefer? 
 
A) Aboriginal foods only. 
B) Mostly Aboriginal foods and some other foods. 
C) About equally Aboriginal foods and other foods. 
D) Mostly other foods. 
E) Other foods only. 
 
14) In what language do you think? 
 
A) Aboriginal language only. 
B) Mostly Aboriginal language, some English. 
C) Aboriginal language and English about equally well. 
D) Mostly English, some Aboriginal. 
E) English only. 
 
15) Do you? 
 
A) Read only Aboriginal language. 
B) Read Aboriginal language better than English. 
C) Read both Aboriginal language and English about equally well. 
D) Read English better than Aboriginal language. 
E) Read English only. 
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16) Do you? 
 
A) Write only Aboriginal language. 
B) Write Aboriginal language better than English. 
C) Write both Aboriginal language and English about equally well. 
D) Write English better than Aboriginal language. 
E) Write English only. 
 
17) How much pride do you have in Aboriginal culture and identity? 
 
A) Extremely proud. 
B) Moderately proud. 
C) A little pride. 
D) No pride but do not feel negative about being Aboriginal. 
E) No pride but do have negative feelings about being Aboriginal. 
 
18) How would you rate yourself? 
 
A) Very Aboriginal. 
B) Mostly Aboriginal. 
C) Bicultural. 
D) Mostly non-Aboriginal. 
E) Very non-Aboriginal. 
 
19) How often do you participate in Aboriginal traditions, ceremonies, occasions and 
so on? 
 
A) All of them. 
B) Most of them. 
C) Some of them. 
D) A few of them. 
E) None at all. 
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Appendix D 
 
Demographic Questionnaire 
 
Age:  
 
Gender: M F 
 
Relationship Status:    Single     Married or Common-law     Boyfriend/Girlfriend   
 
Number of children living with you: 
 
Parents’ highest educational level:     
 
Mother:    
 
Father: 
 
How much do your parents value education?  
Very Much Somewhat Not at all 
 
How much do your grandparents value education?  
Very Much Somewhat Not at all 
 
How much do people in your community value education?  
Very Much Somewhat Not at all 
 
What is your family annual income? 
 
What are your sources of financial support while attending university? 
Parental     Student Loan     Band funding     Self-funded Scholarships 
 
How many siblings do you have that are completing a university education? 
 
How many friends do you have that are completing a university education?       
 
Name of Aboriginal group you belong to: 
 
Number of years that you have lived in an Aboriginal community: 
 
Year of study at university: 
 
Discipline of study: 
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Appendix E 
 
Consent Form 
 
 
 
 
Information Letter / Consent Form 
 
Date: November 26, 2015 
 
Project Title: Self-Determination Theory and Aboriginal Student Success In 
University: The Role of Acculturation 
 
Student Researcher: Domingos McKay Verde 
University of Northern British Columbia 
Prince George, BC V2N 4Z9 
Email: verde@unbc.ca  Home Phone: (250) 633-2500                                      
Work: (250) 633-2292 Cell: (250) 922-4393      
  
PhD Supervisor: Dr. Han Li 
  University of Northern British Columbia 
  Prince George, BC V2N 4Z9 
  lih@unbc.ca  (250) 960-5744                                         
 
Before we begin, I would like you to review this Information Letter/Consent 
Form. If you have any questions as you review this document, please don’t 
hesitate to ask questions about this document or the study. When you are 
finished reviewing, and before giving consent, you will once again be asked if you 
have any questions.  
 
Why are we doing this study? 
 
The purpose of this study is to assess how traditional Aboriginal and mainstream 
Canadian cultures influence academic motivation for Aboriginal students in 
university. The ultimate goal of the study is to find ways to help Aboriginal students 
to succeed at university. We would like to make it clear that this study in no way 
assigns any positive or negative value to where you grew up or your affiliations with 
traditional Aboriginal or Western cultures. Our primary interest is to identify 
motivational determinants of academic success among Aboriginal students.   
 
You are invited to take part in this study because you are a self-identified Canadian 
Aboriginal person and you are in at least your second year of study and have been 
enrolled at the University of Northern British Columbia in the past two years.  
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Your participation in this study is entirely voluntary and you may withdraw at any 
time without penalty, or giving a reason. You are also not obligated to answer 
questions that make you feel uncomfortable. If you decide to withdraw from this 
study, your information will be withdrawn and securely destroyed. Results will be 
used to write my doctoral dissertation as partial fulfilment for my PhD degree in 
psychology at UNBC.   
 
What will happen during the project? 
 
During your participation in this study, we will ask you to complete a questionnaire 
which will assess your orientation toward traditional Aboriginal culture and 
mainstream Canadian culture. Completing the questionnaire will take approximately 
ten minutes. After the questionnaire, you will be asked a number of open-ended 
interview questions about motivational factors related to your university experience. 
Your responses to the interview questions will be audio-recorded. The interview will 
take approximately 30-45 minutes. Finally, you will be asked to complete a 
demographics questionnaire which will help us learn some basic information about 
you. Completing the demographics questionnaire will take approximately ten 
minutes. 
 
Is there any way that participating in this study could harm you?  
 
Some of the questions we ask may seem sensitive or personal. You do not have to 
answer them if you do not feel comfortable. As we are asking questions about 
motivation and cultural influences, these questions may raise thoughts or feelings that 
you might want to discuss further. If in the event that you feel the need to discuss any 
feelings that this study provoked, on-campus and off-campus support services are 
available through the following agencies. 
On-campus support services include: 
Counselling Services: 9:00 am- 4:00 pm; (5-196); 250-960-6369; wellness@unbc.ca 
Health Services: 9:00 am- 4:00 pm; (5-106); 250-960-6370; wellness@unbc.ca 
First Nations Center: 9:00 am- 4:00 pm; (7-111); 250-960-5772; 
margaret.fuller@unbc.ca  
UNBC Security: 24 hours: (7-207); non-emergency 250-960-7058; emergency 250-
960-3333; security@unbc.ca 
Off-campus support services include: 
Crisis Centre for Northern BC: 24 hours; 250-563-1214; 1-888-562-1214; 
programcoordinator@crisis-centre.ca  
Community Response Unit: 8:00 am - 4:00 pm weekdays; 9:00 pm -7:00 pm week-
ends; 250-565-2668; cru@northernhealth.ca  
Nursing Help Line: 24 hours; 1-866-215-4700; healthlinkbc@gov.bc.ca    
 
What are the benefits of participating in this study? 
 
The benefit from your participation in this study is to mainly help future Aboriginal 
students succeed at university. From what we learn about educational motivation in 
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this study, future Aboriginal students who are coming from urban centers or 
traditional Aboriginal communities could benefit by tailored strategies designed to 
increase academic motivation.     
 
How will your identity be protected? 
 
Your identity as a participant in this study will be protected. The researchers will seek 
to maintain anonymity for all participants. However, as the research involves a small 
study sample and participants will be recruited through presentations and by word of 
mouth, anonymity may not be entirely guaranteed. All documents containing the raw 
data will be identified only by a code number so that the data cannot be linked to any 
individual participant. All documents containing the raw data will be kept in a locked 
filing cabinet and in a locked research lab at UNBC accessible only by the researcher 
(Domingos Verde) and his supervisor (Dr. Han Li). A sub-set of the transcripts will 
be accessible to a research assistant for a limited time with all work conducted in Dr. 
Han Li’s research lab. None of the study participants will be identified in any future 
reports, educational conferences, or scholarly journals.  
 
The data gathered from this study will be kept for seven years. After seven years, the 
data will be securely destroyed by shredding paper files, and by deleting the audio 
recordings. 
 
Will you be paid for participating in this research? 
 
You will be compensated twenty dollars for your participation in this study. If you 
choose to withdraw from this study at any time, you will still receive the 
compensation. 
 
How will the results of this study be disseminated?  
 
The results of this study will first be reported in a PhD dissertation. Results of the 
study will also be presented at the UNBC First Nations Center within two years of 
study completion. Study results may also be presented at educational/scholarly 
conferences, and the main findings may also be published in academic journal 
articles. 
 
If you would like a copy of the transcription or summary of the results of this study, 
please provide your email address _______________________ or contact the student 
researcher in the fall of 2016 using the contact information at the top of the first page 
of this form.   
 
Who can you contact if you have questions about the study?  
 
If you have any questions about this study or your participation in the research, please 
contact the student researcher or his supervisor. The names and contact information is 
listed at the top of the first page of this form.  
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Who can you contact if you have concerns or complaints about this study? 
 
If you have any concerns or complaints about your rights as a research participant 
and/or your experiences while participating in this study, contact the UNBC Office of 
Research at 250-960-6735 or by e-mail at reb@unbc.ca.  
 
Participant Consent and Withdrawal 
 
Participation in this study is entirely up to you. You have the right to refuse to 
participate in this study. If you decide to participate, you may choose to withdraw 
from the study at any time without giving a reason and without any negative impact 
on you. 
 
Do you have any questions regarding this study or your participation in it? 
 
 Your signature below indicates that you have received a copy of this consent form 
for your own records. 
 
 Your signature indicates that you consent to participate in this study. 
 
CONSENT 
 
I have read or been described the information presented in the information letter 
about the project:  
 
YES   NO 
 
I have had the opportunity to ask questions about my involvement in this project and 
to receive additional details I requested.   
 
YES   NO 
 
I understand that if I agree to participate in this project, I may withdraw from the 
project at any time up until the report completion, with no consequences of any kind.   
 
YES   NO 
 
I agree to be recorded.    
 
YES   NO 
 
Participant Signature  
 
Participant Name (Printed)  
 
Date of Signature  
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Appendix F 
 
Table 1 
 
Summary of Ungrouped Demographic Data 
________________________________________________________________________ 
 
Gender      
Female      17 
Male         3        
 
Age 
20-23                              5   
24-26         8 
27-30         3 
30-40         3 
40+         1 
 
Relationship      Single         Married/CL  BF/GF                   
Status            8                       6      6  
 
Number of Children    Zero      One    Two 
       14                   6       1 
 
Education Level  Mother  Father 
Master’s         2        4 
Bachelor’s        2        2 
Some University       3        1 
Some College        5        2 
College Certificate        2        0 
Graduated HS        5        5 
Didn’t Graduate HS       1        3 
Didn’t Know          3 
 
Value of Education   Very Much          Somewhat Not at all No Answer  
Parents      15            14         1 
Grandparents      11              5         1         3 
Home Community       6            13         1 
 
Sources of Finance  
Parental        5 
Student Loan        5 
Band       16 
Self         7 
Scholarships        7  
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Table 1 
 
Summary of Ungrouped Demographic Data (continued) 
_____________________________________________________________________ 
 
How Many Sibling in University      M = 0.45  
 
How Many Friends in University      M = 7  
in University 
 
Name of Aboriginal Group         
First Nations                       19 
Métis                           1    
Number of Years in Aboriginal Community                                                                                                                                         
0                 4                                                                                                                               
1-5                  3                                                                                                                               
6-10                                                                          3                                                                                                                               
11-15                 3                                                                                                                                     
16-20                 4                                                                                                                             
20+                 3 
 
Years of Study                            M = 3.5  
 
Discipline of study                                             Major  Minor                                                                                                                           
Health Sciences               5 
Psychology                2      2 
Environmental               4 
First Nation Studies               4      5 
History/English               1 
Political Science               1 
Social Work                1 
English                1 
Public Administration               1 
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Appendix G 
 
Table 2 
 
Statistical Analysis of Acculturation Groups and Demographics Using Wilcoxon Rank-
Sum Test  
_____________________________________________________________________ 
 
Variable               Acculturation      Mean         SD         Sum of Ranks            p 
 
_____________________________________________________________________ 
 
Age      Less           32.1         8.99               147                   .01 
     More           23.5         1.84                 63 
 
Yrs in Aboriginal Less            20.8       14.71               145        .01 
Community  More              4.8         5.77                 65 
 
Number of  Less   0.6         0.70               125.5     .12 
Children  More  0.1         0.32               84.5 
 
Parents Value  Less  1.4   0.52     118   .30 
of Education  More  1.2   0.63        92 
 
Grandparents  Less  1.7   0.67             121.5   .27 
Value of Ed.  More  1.3   0.48               88.5 
 
Community  Less  1.7   0.67        99   .63 
Value of Ed.  More  1.7   0.42       111 
 
Siblings in   Less  0.3   0.48         97   .54 
University  More  0.6   0.84             113 
 
Friends in   Less  4.6   4.06               76.5   .03 
University  More           14.4 14.61             133.5 
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Appendix H 
 
Table 3 
 
Descriptive Summary of Demographic Data as a Function of Acculturation 
_____________________________________________________________________ 
             
                                 More Acculturated             Less Acculturated 
_____________________________________________________________________ 
 
Age                 M = 23.5          M = 32.2 
 
Gender 
Males     1         2 
Females    9         8 
 
Relationship Status 
Single     4         5 
Married/CL    2         4 
Boyfriend/GF    4         1 
 
No. of Children      M = 0.1            M = 0.6 
 
Mothers Education 
Master’s                1              1 
Bachelor’s               1              1 
Some University              1              1 
Some College               3              1 
College Certificate               0              0 
Graduated HS               1              2 
Didn’t Graduate HS              3              4 
 
Fathers Education 
Master’s    3              1 
Bachelor’s    0              2 
Some University   1              0 
Some College               1              1 
College Certificate               1              0 
Graduated HS               1              3 
Didn’t Graduate HS              3              2 
Didn’t Know            1 
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Table 3 
 
Descriptive Summary of Demographic Data as a Function of Acculturation (continued) 
_____________________________________________________________________ 
             
                              More Acculturated          Less Acculturated 
_____________________________________________________________________ 
 
Value of Education     
Parents 
 Very Much  9    7   
 Somewhat  0    3 
 Not at all  1    0 
Grandparents 
 Very Much  7    5  
 Somewhat  2    2 
Not at all   0    1 
No Answer   1    2 
Home Community  
 Very Much  2    4   
 Somewhat  8    5 
 Not at all      1 
 
Completing University 
Siblings      M = 0.6       M = 0.3 
Friends                  M = 7       M = 4 
  
Sources of Funding 
Parents   3     2  
Student Loan   2     3  
Band Council   7     9  
Self Funded   3     4  
Scholarships   5    2  
 
Year of Study      M = 3.4       M = 3.6 
 
Declared Majors         
Health Sciences  4    1  
First Nation Studies  1    3 
Psychology   1    2 
English   2  
Political Science      1 
Environmental Related 2    1 
Social Work       1 
Public Administration      1 
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Appendix I 
 
Table 4 
 
Statistical Analysis of Acculturation groups on Acculturation Questionnaire Items Using 
Wilcoxon Rank-Sum Test 
_____________________________________________________________________ 
 
Variable               Acculturation       Mean       SD       Sum of Ranks             p  
_____________________________________________________________________ 
 
Languages     Less             3.9       0.57              92            .387 
Spoken    More             4.2       0.42            118 
 
Language  Less              4.1       0.57              82.5             .066 
Preference  More              4.6       0.69            127.5 
 
Self Identify  Less   1.3       0.48              77.5      .018 
   More  0.1       0.32        132.5 
 
Mothers   Less  1.3 0.48        100.5  .666 
Identification  More  2.1 1.79        109.5 
 
Fathers  Less  1.2 0.42          74  .011 
Identification  More  3.4 1.89        136 
 
Ethnic Friends  Less  2.3 1.16          80.5  .069 
up to Age 6  More  3.3 0.95        129.5 
 
Ethnic Friends  Less  2.5 0.71          68  .004 
From Age 6-18 More  3.6 0.52        142 
 
Ethnic Friends  Less  2.2 0.63              77  .013   
Currently  More             3.0 0.47         137 
 
Music   Less  3.5 0.52        110           1.00 
Preference  More  3.4 0.52        100 
 
TV and Movie  Less  3.1 0.88          77.5  .059 
Preference  More  3.7 0.44        112.5 
 
Community   Less  2.7 1.42          83  .088 
Raised in  More  3.8 1.55        127 
 
Aboriginal   Less  1.6 0.97          88.5  .138 
Comm. Contact More  2.6 1.51        124.5 
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Table 4 
 
Statistical Analysis of Acculturation Groups on Acculturation Questionnaire Items Using 
Wilcoxon Rank-Sum Test (continued) 
_____________________________________________________________________ 
 
Variable              Acculturation        Mean       SD       Sum of Ranks             p 
_____________________________________________________________________ 
 
Food   Less  2.5 0.71           80.5            .065  
Preference  More  3.2 0.63         129.5 
 
Languages   Less             3.8 1.03           73            .015 
Think In  More             4.8 0.42         137 
 
Languages   Less  4.0 0.67           73            .015 
Read In  More  4.8 0.42         137 
 
Languages Can Less  4.1 0.57           69.5            .005 
Write In  More  4.9 0.32         140.5 
 
Pride in Abor.  Less  1.1 0.32           95             .582 
Culture/Identity More  1.3 0.48         115 
 
Self Rating   Less  1.6 0.84           73            .015 
of Identity  More  2.6 0.52         137 
 
Participation in Less  1.7 0.67           68                     .004  
Aborig. Culture More  2.9 0.74         142 
 
 
 
